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Running head: INCREASING COURSE COMPLETION
Abstract
The motivation for this Organization Improvement Plan (OIP) is rooted in the issue of
low course completion in a small, rural junior-senior high school in Alberta. Poor
attendance is the key problem that results in poor course completion. Previous strategies
to improve course completion have had limited success. An analysis of the
organization’s readiness for change reveals that School X is facing the urgency of finding
a solution to the problem. In this OIP, the author investigates several strategies to ensure
that all students in School X complete their course requirements to enable them to meet
the necessary requirements for graduation. The change is informed by a blend of critical
theory, adaptive leadership, and Cawsey, Deszca, and Ingol’s (2016) change path model
as frameworks to guide the process. A critical lens permeates this OIP, in that it suggests
equitable and alternative ways of thinking about and acting to meet all students’ needs.
Observing the problem of low course completion through a critical lens helps both
teachers and leaders to make more informed judgements and actions (Brookfield &
Outcalt, 2002). Adaptive leadership helps the school population, both individually and
collectively, to adapt and respond effectively to the reoccurring problem of low course
completion and will foster all stakeholders’ participation in solving the challenge and
transforming the school. This transformation will come by way of Cawsey et al.’s (2016)
change path model, which will help School X’s leaders to lead the change process by
devising possible solutions and communicating actions. The proposed solution in this
OIP will help the leaders in School X to use a professional learning community (PLC)
model to shift teachers’ practice through collective efficacy and track and monitor
students’ progress. Once implemented, the author anticipates that the OIP will ensure
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that students will complete their course requirements and that all learners will reach their
full potential. This will be of interest to similar schools whose leaders want to increase
the course-completion rates for all students.
Keywords: Adaptive Leadership, Critical Theory, Course Completion, High School,
Professional Learning Community
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Executive Summary
My experience as the principal of a small, rural junior-senior high school where
students consistently do not complete their course requirements and therefore do not
graduate has had a profound impact on my development as a leader and educator. It has
been an incredible learning experience that has forced me to re-examine my beliefs and
redefine my values as a leader. I have developed an Organizational Improvement Plan
(OIP) to find a solution to the problem of low course completion, which is reflected in
poor attendance, low credit completion, and students’ ineligibility for graduation because
they have not completed Alberta Learning’s course requirements at School X (a
pseudonym).
Chapter 1 includes an analysis of the organization’s historical context and
stakeholder influence on change. School X and the division share a critical vision that
promotes values such as equity, social responsibility, and a drive to increase school
completion, which gives School X the flexibility in strategies and pedagogical practices
to put into place a new plan for change. Previous school initiatives were not grounded in
a successful framework. It is therefore important to build an informed change plan to
help students to complete their courses. Through a critical lens, I examine the
inequalities to ensure the same high quality of teaching in each classroom regardless of
students’ demographics, cultures, and needs. The chapter introduces Heifetz’s (1994)
theory of adaptive leadership as the main leadership approach to create change with this
OIP. Heifetz’s view of leadership reflects engagement with real problems and offers
leaders practical ways to confront the hardest of problems. It is a dynamic approach to
leadership that cultivates diverse views, whole-organization collaboration, and the
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development of autonomy and independence. I examine several political, economic,
social, technological, and environmental (PESTE) factors to determine the importance of
the change initiative and use the Readiness for Change Questionnaire (Cawsey et al.,
2016) and the School Effectiveness Framework (Ontario Ministry of Education, 2013) to
show that School X is ready for change.
Chapter 2 outlines the necessary steps in planning a solution to the problem of
practice (PoP). The how to change is based on Cawsey et al.’s (2016) change path model
to maintain a critical lens and make it more relevant to this PoP (Grieves, 2010). Taking
a critical perspective towards adopting the social justice perspective that all students can
complete their courses is at the heart of this OIP. I used Nadler and Tushman’s (1999)
congruence model to do a critical organizational analysis to identify gaps in the change
process and determine what needs to change. Four possible solutions to the PoP emerged
from this in-depth analysis: (a) creating positive connections with students, (b) shifting
teachers’ practice through collective efficacy, (c) tracking students’ progress by using a
professional learning community (PLC) model, and (d) developing community
partnerships. Ethical leadership is very important in any organizational change to ensure
that change is implemented in a just and inclusive manner. Further, I address both the
ethical issues and the challenges by referring to Starratt’s (1991) three foundational
ethical themes of the ethics of care, justice, and critique as pillars to guide schools and
Northouse’s (2016) principles of ethical leadership, which are important throughout the
change process to serve others, respect others, manifest honesty, show justice, and build
communities.
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Finally, in Chapter 3 I develop an implementation plan from the information that I
gathered and analyzed to implement the two chosen solutions. Also, a clear
communication plan will help to track students’ progress through a PLC model and
shifting teachers’ practices through collective teacher efficacy. A comprehensive
communication plan will guide the communication throughout the implementation of this
OIP. A defined process for monitoring and evaluating the change process with the use of
the plan, do, study, act (PDSA) model (Crowfoot & Prasad, 2017) will make the change
management effective. Establishing short-, medium-, and long-term goals will make it
possible to monitor the change plan and ensure a successful change implementation.
Careful following of this plan will ensure that School X’s students complete their
courses and that the plan meets the academic needs of all students.
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Chapter 1: Introduction and Problem
In Chapter 1 of this Organizational Improvement Plan (OIP) I explore the journey
of a small, rural school as teachers and leaders focus their energy on ensuring that all
students complete their courses to become eligible for graduation. I discuss the school’s
context to foster a better understanding of the problem and how adaptive leadership and a
critical lens shape the issue of low student course completion in high school. Last, I
articulate a vision for change and explore School X’s readiness for change.
Organizational Context
In the following section I examine the organizational context of School X by
exploring its history; the cultural, economic, and political contexts of the school; the
history of the division; the school’s vision, mission, values, purpose and goals; and the
imbedded leadership approaches and practices.
History of School X. School X is a small, rural school located in the Canadian
prairies for the last 55 years. It is one of three high schools within School Division A.
For upwards of 20 years School X was a Grades 9 to 12 high school with about 150
students. As a result of the growing economy and increased student population, several
additions were built on to the school to accommodate Grades 7 and 8, which created a
student population of almost 360 students. However, over the years the population of
School X has declined. With the oil industry in decline, many families are moving to
urban centers for work. Additionally, cuts to education services, reductions in the
courses offered and optional activities for students, and families’ transfers to larger
schools where their children have access to these opportunities have reduced the school’s
population.
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The school draws most of its students from three vast attendance areas that
include several small, rural hamlets. Over the years the student population of School X
has changed and expanded to accommodate students outside its attendance catchment
area to include two First Nations reservations from a federally funded division. The
federally funded Indigenous education system includes K-6, K-8, and 9-12 schools that
Indigenous students attend in their home-reserve communities. However, some families
have chosen to maintain residences off reserve to access the provincial system’s
catchment area. Others have used the federal bus system to transport their children from
the reserve to School X to access services, classes, and activities that are not available
within their home-reserve communities. This influx of students has increased funding
and school enrollment to a degree. The negative side of trying to maintain funding and
increased numbers is that the students from on reserve are very transient. This has
resulted in a steady decline in the current population of School X, with approximately
280 students in Grades 7 to 12 (School X, 2019a).
School X has a primarily Caucasian staff: 19 teaching staff, who consist of a
principal and two vice principals, and six support staff, including educational assistants
and a family-school liaison (FSL).
Cultural, economic, and political contexts. According to internal data, the
community holds a conservative view of education with regard to maintaining the status
quo and traditional ways of teaching. These include the ‘stand and deliver’ method of
teaching and a focus on essential knowledge to develop students’ foundational
knowledge; the reservation communities hold a more holistic worldview with a focus on
meeting the needs of Indigenous students and ensuring the maintenance of their cultural
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identity while the students receive a formal education with respect and support for their
culture to ensure better outcomes (Munroe, Borden, Orr, Toney, & Meader, 2013) and the
transmission of their cultural heritage (Gutek, 2013). As a result of these different
ideological views, we must be cognizant of the values and challenges, which can have
implications for ethical decision making at School X.
According to Alberta Education (2017) statistical data, School X serves the
fourth-lowest socioeconomic region within the province. The effects of their
socioeconomic status (SES) is evident in our students. Internal school data also show
that our students have limited access to caring adults, proper nutrition, and other basic
everyday needs. The lack of these day-to-day necessities can have a negative effect on
students’ cognitive development and social-emotional needs (Hankivsky, 2008). We feed
upwards of 20% of students breakfast, lunch, and supper. Many of these students also
need social-emotional, addictions, abuse, and other counselling services. Low SES is one
of the highest predictors of students’ failure to complete school (Hankivsky, 2008) and
another challenge that School X needs to mitigate.
An estimated 70% of School X’s population consists of Caucasian students
(School X, 2019a), an estimated 15% of whom struggle with issues of low academic
achievement, low course completion, and low attendance and have high social-emotional
needs (School X, 2019b). The other 30% of School X’s population is made up of
Indigenous students. According to the school-community data, Indigenous students who
enter School X struggle with issues that stem from the effects of colonization, which
include intergenerational trauma (School X, 2020). The literature revealed that
Eurocentric ways of knowing dominate Canadian society through institutions and
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systems, particularly our province’s education systems and schools (Battiste, 2015;
DiAngelo, 2019). Battiste articulated that residential schooling was intended to destroy
Indigenous knowledge, language, and family relationships and to replace them with
Eurocentric values, identities, and beliefs; the result is that Indigenous students educated
in our current public-school systems show a significant gap in success in school
compared to Caucasian students. These damaging effects from the past are evident in the
current context of School X, in that an estimated 25% of Indigenous students do not
complete their courses, are early dropouts, have low attendance, and show signs of socialemotional needs (School X, 2019c). In addition, the academic divide between Caucasian
and Indigenous students is most obvious as students enter Grade 10 and through
academic streaming into higher and lower academic courses.
Even though the Indigenous students face more concerns and issues than our
Caucasian students do, the focus of this OIP is on ensuring that all students complete
their course requirements. Students need 100 credits to receive a diploma (Alberta
Education, 2019b).
History of the school division. High school completion rates are a focus of
education in the province of Alberta. According to Alberta (2020), “High school
completion is a fundamental building block on which other educational and life goals are
built; so when students do not complete high school, the toll on the quality of their
individual lives is significant” (p. 1). To help school divisions across the province to
increase their high school completion rates, Alberta Education created the High School
Completion Strategic Framework (HSC), which focuses on five areas: positive
connections, the tracking of progress, community partnerships, student engagement, and
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successful transitions (p. 1). This framework has resulted in Alberta Education’s
publication of new Leadership Quality Standards ([LQSs] Alberta Government, 2019a)
and Teaching Quality Standards ([TQSs] Alberta Government, 2019b) that came into
effect on September 1, 2019. These standards expect that leaders and teachers will
(a) display a professional body of knowledge, (b) engage in career-long learning,
(c) foster effective relationships, (d) create inclusive learning environments, and (e) have
a foundational knowledge of First Nations, Métis, and Inuit. These standards align with
Division A’s High School Strategic Framework, which prompted its board of trustees to
set a new strategic board priority of student achievement, with the purpose of giving
students the highest quality of learning opportunities and a chance to be educationally
successful.
The main goal of the new priority is to increase high school completion rates
(School Division A, 2019a). The objectives of the goal include (a) to provide timely
interventions based on students’ needs and (b) to ensure that staff meet the new
professional standards (School Division A, 2019a). In the fall of 2019 Division A’s
board of trustees asked all school leaders to achieve a 90% completion rate within five
years of students’ beginning Grade 9 (School Division A, 2019b; School X, 2019a). This
is a significant change for School X, because its completion rates had hovered below
70% over the past five years.
Vision, mission, values, purpose, and goals. School X revised its core vision,
mission, values, and goals in 2019 in response to Division A’s new priority. Stakeholder
involvement was important in the development of the statements to ensure input from a
broad cross section of people. We agreed that our students have complex needs and
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believe that it sometimes seems impossible to meet these needs. Although accessing
social, physical health, and mental health support is difficult, our vision, mission, and
values ensure that we will provide an education and be committed to the graduation of all
students (a) who will have academic skills and appropriate personal attributes, (b) who
will be prepared for postsecondary success, (c) who will become responsible citizens,
(d) who will be lifelong learners, (e) who have confidence, and (f) who are
inspired (School X, 2019d, p. 1).
Robinson and Aronica (2016) explained that “one of the reasons that so many
students struggle in school is that they are not treated as the individuals they are”
(p. 208). Based on these assumptions and our work as a school on Adverse Life
Experiences (a division initiative), we have established the need to respect and celebrate
all students in a safe, caring, and inclusive environment where they will receive timely
and effective interventions from staff. The staff of School X envision a culture in which
students attend school every day with a desire to learn. The challenge lies in establishing
and maintaining this environment and culture.
School X attendance records reveal that on any given day an average of 20% of
the students are out of the building, which makes it difficult for them to complete their
courses and accumulate credits for graduation. Improving attendance has been a
longstanding goal at School X. Previous strategies have included flexible scheduling
though an in-reach program, written attendance goals with the input of students, and
meetings with the principal. Other strategies have included phone calls and letters home
and face-to-face meetings with students and their guardians. None of these strategies
have been successful in improving attendance or increasing the course-completion rates.
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Increasing academic achievement is another goal at School X. In terms of
academic monitoring, the current practice is to e-mail the principal or vice principals with
a concern, and they will then refer students to our success coach teachers or inclusion
coach teacher. The success coach offer students one-to-one supports with their
academics. Our success coaches are new to their positions and are also teaching part time
and therefore not always available to work with students on their academics or on a
regular basis. The inclusion coach role is to build relationships with the students and
their families, gather documentation, as well support teachers within the classroom.
Currently, the focus of both our inclusion coach and success coaches has been more on
relationship building. Although relationship building is important, we need to extend
supports to meet students’ academic needs.
At School X we believe that all students have the potential and ability to succeed
in a school environment that is safe, caring, and healthy. The role of our FSL, who is
responsible for student and family supports, is to meet one-to-one with students who
display social-emotional concerns and provide very basic counselling services at school
and connections between the school and family. On any given day, upwards of 30
students seek the FSL’s help, many with severe concerns about trauma (sexual assault
and domestic violence), mental health, and addictions, which are beyond the FSL’s
counselling expertise. Van der Kolk (2003) explained that the experience of trauma can
alter students, including how each “thinks, feels, behaves, and regulates their biologic
systems” (p. 293). In other words, trauma has the potential to impact students’ ability to
engage socially, interpersonally, and academically. Based on these assumptions, students
require extensive monitoring and structured supports before true learning can occur. I am
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therefore responsible, as the principal, for certifying that the right supports and processes
are in place to help our teachers to ensure that our students become successful.
Leadership approaches and practices. In such a context, school-level
leadership and structure have the greatest impact on teaching and learning. Adaptive
leadership, as Northouse (2016) defined it, best describes School X’s leadership, because
“adaptive leadership is about leader behaviors that encourage learning, creativity and
adaptation by followers in complex situations” (p. 292). Discovering Heifetz, Grashow,
and Linsky’s (2009) adaptive leadership model marked a turning point in my evolution as
a leader (see Figure 1). This model is a leadership framework that stresses accountability
by clearly defining everyone’s responsibilities. Strategic clarity is the key to putting in
place new initiatives and building capacity.

Figure 1. Adaptive leadership model (adapted from Heifetz et al., 2009).

Adaptive leadership is a repetitive process that involves three key actions:
(a) observing patterns and actions, (b) interpreting what has been observed and creating a
hypothesis about what is happening, and (c) planning interventions based on the
observations (Heifetz et al., 2009). Each of these actions builds on the one before. This
process helps me to think more clearly and execute improved decisions in a constantly
shifting environment. Adaptive leadership also helps me to (a) diagnose the system to
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better understand what is occurring, (b) mobilize by putting ideas into action, (c) reflect
by identifying roles and scopes of authority, (d) connect with my leadership purpose by
speaking form the heart to inspire people, and (e) grow my personal support network
(Heifetz et al., 2009).
Leadership Position and Lens Statement
Leaders in small, rural schools play many roles. “Rapidly changing
demographics, competing interests among different populations, educational reform
initiatives, staff performance issues, fiscal responsibilities, community outreach, student
safety, high stakes testing, and classroom instruction are just some of the issues school
administrators toil with regularly” (DellaRovere, 2014, p. 1). Rural schools pose
different challenges to leaders than perhaps urban schools do.
We do not always consider cultural differences when student behavior does not
conform to our biased expectations that are founded in privilege and whiteness
(Halverson & Plecki, 2014). We judge students when they are absent or behave
inappropriately and lack understanding and the skills to take appropriate action when
students do not complete their courses. Doige (2003) contended that students fail
because the school fails them. A school populated with both Indigenous and nonIndigenous students who are primarily from a low SES community and taught by middleclass Caucasian teachers is bound to face the issues of imbalance and disparity
(Halverson & Plecki, 2014).
However, the biggest challenge has been students’ lack of course completion. It
is easy for leaders to blame students who fall behind or do not complete their courses,
rather than taking “an activist stance to change structures and processes that continue to
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marginalize certain groups” (DellaRovere, 2014, p. 9). However, Northouse (2016)
claimed that leaders cannot use the same style in all contexts; rather, they need to adapt
their style to unique situations. As a leader, I therefore needed to be critical when I
examined the problem of course completion and viewed it through multiple frames,
including a critical lens and adaptive leadership.
Critical lens. It is important to examine leadership in a small, rural school with
low course completion through a critical lens. Small, rural schools are “characterized by
student diversity in all its facets––racial, gender, and socioeconomic as well as by wide
differences in ability, educational readiness, motivation, and age” (Brookfield & Outcalt,
2002, p. 31). Small-school classrooms are a diverse and sometimes unpredictable mix of
students. Examining School X through a critical lens has made me more confident to
make informed judgments (Brookefield & Outcalt, 2002). To be a leader with a critical
perspective means to focus on equity for all by focusing on action and systematic change.
Exploring the problem of low course completion through a critical lens has four discrete
steps: access, agency, advocacy, and solidarity action (British Columbia Teaching
Confederation, 2019). In terms of access, Irvine, Lupart, Loreman, and McGhieRichmond (2010) reminded me that inclusive education encourages equal access to
educational opportunities for all students. It was imperative that I examine School X for
inequities and ensure that the same high-quality teaching occurs in each classroom,
regardless of the demographics, cultures, and/or needs (Duncan-Andrade & Morrell,
2007). Agency is the ability to voice and act on concerns to create change (British
Columbia Teaching Confederation, 2019). Through a critical lens, I have striven to

INCREASING COURSE COMPLETION

11

encourage and enact my own agency by learning how to think critically about School X’s
structure and processes. Advocacy requires the skill to effect change, which means that
developing the skills to successfully advocate for oneself or on behalf of others
involves awareness (knowing what’s happening), analysis (seeing the different
parts, their impact, and the importance to the whole), and action plans (knowing
what to do and how to do it). (p. 2)
Solidarity requires that I recognize injustice, oppression, and privilege and “work
across differences to find a common ground, and to achieve equity” (p. 2). As a leader, I
must focus on building empathy and trust and understanding the injustices within the
educational system.
With regard to the problem of practice (PoP) of course completion, a critical
approach has fostered my opinion that a one-size-fits-all solution is not suitable for
everyone. Each student’s academic path is different, and the school needs to honor and
support these differences, whether students are Indigenous or not (Doige, 2003; Wilson,
2008). An examination through a critical lens will result in the success of a system that
was not created for Indigenous students who are currently overrepresented in the group of
students who do not complete courses (Martin & Mirrabopa, 2003; Wilson, 2008). The
individuality of each student and the liberty of students to choose their own academic
paths guide my commitment to helping them to complete course requirements that
engage them and set them on a path toward high school completion. I believe that a
critical lens is required to embrace this PoP because it will place all students at the center
of the problem and guide the leadership process in meeting all student’s needs.
Educational systems often follow the status quo of a prescribed curriculum,
conservative social structures, standardized tests, and top-down decision making (Apple,
1990; Giroux, 1983). Regardless of these restrictions in schools, there is hope for
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liberation to develop from this criticality (Freire, 2000; Giroux, 1997). Adaptive
leadership is a critical component of critical theory in advancing change in School X in
that it supports equity through activism and advocacy (DellaRovere, 2014). As an
adaptive leader, my role is to prepare teachers to create conditions that result in change
for all students by challenging the status quo (Heifetz et al., 2009).
Adaptive leadership. Northouse (2016) defined adaptive leadership, which best
describes my leadership, as follows: “Adaptive leadership is about leader behaviors that
encourage learning, creativity and adaptation by followers in complex situations”
(p. 292). As principal of this school, identifying my leadership approach meant
reassessing my core values as an educator. As I reflect on my experiences as a principal
and the current context of School X, I realize that I have taken an adaptive leadership
approach, a quality of which is the ability to draw from many leadership styles,
depending on the problem (Heifetz et al., 2009; Northouse, 2016). That includes having
integrity; building trustworthy, authentic relationships; empowering others to take the
lead; and taking a holistic approach to education. This mindset gives me the leeway to
implement board-wide strategies to increase course completion.
Heifetz et al. (2009) originally defined adaptive leadership as “mobilizing people
to tackle tough challenges and thrive” (p. 14). Thriving requires that three things take
place: (a) keeping what is needed to survive, (b) discarding what no longer serves, and
(c) creating new ways (Heifetz et al., 2009). This means that I must examine School X’s
past processes with regard to course completion and build on processes that worked and
that I must preserve previous wisdom and know-how. I am already aware that the staff in
School X do remarkable work, and I do not want to infringe on that, but I want to build
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on what is already working. Part of this process will involve learning and improvising as
I go. As the change process unfolds, I will need to consider and build in time and extra
resources to support professional learning.
The ability to be adaptive relies on diversity. Heifetz et al. (2009) recommended
building a culture in which the members value diversity and build change from within.
Challenging the current values and practices in School X requires tapping into the range
of talent and understanding multiple perspectives. “Diversity has the greatest impact
when it is actively structured into the culture at all levels” (Nwachukwu & Robinson,
2011, p. 5).
As a leader, I understand that learning new things and then having to change
practices and values can be difficult. Leadership requires the ability to recognize loss and
defense patterns as a response within an organization. “Adaptation takes time” (Heifetz
et al., 2009, p. 16). In the context of School X, “adaptive leadership requires persistence”
(p. 17), because the change is the product of incremental changes constructed over time.
The culture of poor tracking processes and the less-than-adequate student supports will
change slowly but will require patience and discipline. Mobilizing the staff at School X
to meet the aforementioned challenges lies at the heart of adaptive leadership. “Over
time, these and other culture-shaping efforts build an organization’s adaptive capacity,
fostering processes that will generate new norms that enable the organization to meet the
ongoing stream of adaptive challenges” (p. 17).
When Hargreaves and Fullan (2012) described how to enact change, they
envisioned a system in which teachers are drawn in to work collaboratively to solve
“complex problems” (p. 151); rather than running from the barriers, teachers and
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principals must see them as opportunities. To do so, I will rely on my adaptive leadership
style by inviting input from others with the goal of building social capital and tackling the
PoP.
Leadership Problem of Practice
The issue at the heart of this OIP is the fact that not all high school students in
School X have completed Alberta Education’s course requirements and are therefore not
eligible for graduation. It is imperative to find a solution to this problem by creating an
environment in which we meet students’ academic and emotional needs and subsequently
making them want to be in school and complete courses. In theory, this sounds
elementary: Find out what students need, and meet their needs. However, we are not
doing so in several areas. Course completion is a significant concern. A province wide
survey that Grade 7 and 10 teachers and students’ parents complete twice a year called
the Accountability Pillar shows a course-completion rate of 68% compared to the
province’s rate of 80% (Alberta Education, 2019a). Data from OurSCHOOL, a survey
that we administer to students in Grades 7 to 12 that provides reliable, timely, and
accurate data on health, academic, demographic, and social emotional outcomes, show
that only 50% of students have positive work behaviors, 40% are interested and
motivated in their learning, and 65% aspire to completing high school and graduating
(Learning Bar, 2019). School data that I compiled as the principal from our school’s
teacher mark-book data show that 15% of students have had incomplete assignments and
courses (School X, 2019c). As well, a high rate of absenteeism is also a problem at
School X. Absenteeism is an observable behavior similar to not participating or
misbehaving in school. Absenteeism is both a symptom and a predictor of low course
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completion and therefore needs to be taken seriously. The school’s attendance program
has shown that on any given day upwards of 20% of students are absent (School X,
2019b).
School X lacks structure and process, shared goals, and collaborative
understanding and analysis of academic data. The school does not have a consistent or
accurate way to determine which students, how many students, and in which classes they
are struggling academically or whether the academic struggles are related to attendance,
behavior, understanding, or cultural or social-emotional issues. We have no intentional
action planning or implementation process to improve student learning. The roles of the
staff are not clear with regard to who should take action or plan improvement strategies.
Often, concerns are filtered through the principal and vice principals and end there, with
no further follow through.
Research is clear on the high costs of low course completion on a personal and
societal level (Alberta Education, 2005, 2009; Cooper, 2018). It is reasonable to say that
course completion is at the heart of success in school. Successful completion of high
school is fundamental to continued success and quality of life (Alberta Education, 2005,
2009; Alberta Learning, System Improvement & Reporting Division, 2001). As the
principal of School X, I have an obligation to ensure that students complete the course
requirements for graduation by ensuring that high-quality teaching and responsive
supports are in place at the school level (School Division A, 2019b). I also have a
responsibility to certify that “students will meet the provincial high school completion
requirements and are prepared for entry into the workforce or post-secondary studies”
(Alberta Government, 2019c, p. 1; School Division A, 2019b, p. 1). Thus, the PoP that I
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address in this OIP is, How can specific and strategic structures and processes better
support teachers so that more students can complete their course requirements?
Framing the problem of practice
Change is significant in this OIP, and to determine what needs to change, it is
important that I carefully and critically analyze the organization.
Through a critical lens. These factors led me to think about how to view the
PoP through a critical lens. The purpose of critical work is to “understand the world we
are in, and to seek, to change it for the better” (Davies, Popescu, & Gunter, 2011, p. 47).
Signs of inequality are present in the context of the school, including a low SES
community and marginalized groups of students. Kincheloe (1999) suggested that
critical leaders must try to illuminate the subtle and often hidden educational processes
that privilege the already affluent and undermine the efforts of the poor. Staff work daily
with students whose basic needs are not met in terms of food, housing, safety, and/or
technology; and it is a challenge for teachers and leaders to figure out ways to address all
of their needs to ensure that the students are ready for learning.
PESTE analysis. To determine the importance of a change initiative, Cawsey
et al. (2016) recommended that leaders consider political, economic, social,
technological, and ecological/environmental (PESTE) factors. I will analyze School X
through each of the key PESTE factors to better understand the issues of low course
completion.
Political. Alberta Education made increasing completion rates a priority for
schools in 2015 through the development of the HSC (Alberta, 2020). Currently,
upwards of 20% of students at School X do not complete their course requirements,
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which the low course-completion rate of about 68% indicates. This framework makes
schools, including School X, accountable for increasing course-completion rates.
Furthermore, in September 2019 the Province of Alberta mandated the use of
LQSs (Alberta Government, 2019a) and TQSs (Alberta Government, 2019b). The
standards define the competencies expected of teachers and leaders across the province,
which include ensuring that they adequately support students in their learning. The new
quality standards mandate means that School X needs to employ a foundational
knowledge of First Nations, Métis, and Inuit and create inclusive learning environments
(Alberta Government, 2019a, 2019b). “It can be painful to give up old ways of thinking
and learn new approaches” (hooks, 1994, p. 2). Through a critical lens, it means
examining our existing beliefs, values, theories, and epistemologies to transform
practices to benefit our students. Anderson (2014) recognized that “each day brings a
new opportunity to re-form our pedagogy and increase our professional capacity” (p. 81).
As a result, teachers will require leadership support and professional development (PD)
to meet the new standards.
Economic. Individual school funding is based on a per-pupil basis. For schools
to receive full funding, students must be enrolled on a full-time basis. Students who miss
more than 25% of a course can be forced to withdraw from the course. If efforts to
improve attendance are unsuccessful, school staff can report students’ failure to attend to
an attendance board. Even after an attendance board referral, if the school staff cannot
improve the students’ attendance, they must remove them from the official register and
thus lose funding for those students. This means that the students will be unable to
complete their course requirements.
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Furthermore, economically, School X is bound by law to balance its annual
budget and at times has been forced to cut programming to do so. It is common
knowledge that cuts to student support services, staffing, and resources reduce students’
career programming and mental health supports (Alberta Education, 2017). Rawls
(1972) was one of the first to point out that the key component of critical theory is the
unfair and unjust distribution of resources. Since the move to centralized budgeting,
School X has bartered with School Division A to maintain valuable services such as
career counselling, which involves leading students toward a career pathway and
transitioning them into the world of work (Alberta Education, 2005), and FSL to offer
students one-to-one supports and crisis response (School X, 2019d). School X had a fulltime allocation of a career counsellor and an FSL. For 2020, career counselling has been
cut to maintain a full-time FSL. As a result, a great deal of the school’s credit tracking,
course changes, and career and postsecondary investigations rely on its leaders (principal
and vice principals), who do not have the required expertise to offer the students the best
career-counselling services.
Social and environmental. Alberta Education (2017) defined socioeconomic
status as the position of families in society in relation to others, based upon measures of
income, education, and occupation. Schools and school authorities that service students
from low-SES communities generally face greater than average challenges to attain
strong achievement results (Cooper, 2018). According to Alberta Education, the overall
population of School X is the fourth lowest in SES in the province. According to data
from Alberta Education, SES is a significant positive predictor of students’ academic
achievement, behavior, and attendance and thus a significant indicator of high school
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completion rates. According to Gunn, Chorney, and Poulsen’s (2009) analysis of high
school completion rates, SES and student- and school-based issues, both individually and
collectively, influence whether students decide to leave or continue until they meet the
requirements for graduation. Through a critical lens, the issues of low course completion
and SES in this case cannot be separated. Ryan and Tuters (2017) pointed out that,
“through no fault of our own, vast numbers of women, and children are penalized,
disenfranchised, and excluded from what life has to offer, while other routinely enjoy
benefits, privileges and rewards” (p. 571). Students who do not obtain their high school
diploma are at higher risks of unemployment, welfare, and poverty (Campbell, 2015).
This is costly for our students and for society.
Our Indigenous and non-Indigenous students currently demonstrate a noteworthy
achievement gap. The completion rate for Indigenous students is 30%, compared to 70%
for non-Indigenous students. A long list of factors contributes to Indigenous students’
academic outcomes, including, but not limited to, poor attendance, racism, lack of student
engagement, bullying, and family challenges (Alberta Education, 2005). Other barriers
to completion can include a “mismatch or poor fit between elements of the mainstream,
formal, off-reserve school environment (pedagogical approaches, curriculum, assessment
methods), and the particular learning needs, interests, and values of Aboriginal students
and their families” (Provincial Auditor Saskatchewan, 2012, p. 9). As a result,
Indigenous students educated in public schools with a predominantly White population
such as School X, show a significant gap in course completion compared to nonIndigenous students (Battiste, 2015). Battiste emphasized that “conventional Eurocentric
curricula have not nurtured aboriginal students’ identities or strengthened their resiliency
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and contributed to Aboriginal students’ lack of interest in achievement” (p. 119). This
means that we must ensure in our school that we consider both the access and the equity
of our students and that we offer culturally responsive teaching practices and content.
Technological. This PoP is a technological challenge. Technology is a large part
of the success of all students, including those with diverse needs (Alberta Education,
2007a). Technology can enhance students’ motivation and engagement and the richness
and relevance of their learning experiences (Alberta Education, 2007b). Currently, the
school has a 3:1 ratio of students to computers (School X, 2020), which poses significant
challenges to students because they have to share and be considerate of each other’s time.
Furthermore, students must continually complete work at home through Google
Classroom. The results of a recent school survey indicate that an estimated 25% of
students do not have the requisite technology skills to support their learning outside the
building. This includes students who do not have access to personal computers or tablets,
WIFI, cell phones, cell phone service, or cell data (School X, 2020). From a critical
perspective, every student must receive a suitable education, but the lack of technology
and the expectation that all students will have access to technology outside school are
problems (Alberta Education, 2007b; Shor, 1992). As an adaptive leader, I will have to
explore organizational justice to ensure fairness, which will entail considering how
teachers structure their classes and support all students’ needs. Each PESTE factor has
unsurprisingly left many questions to be answered.
Guiding Questions Emerging From the Problem of Practice
The PoP under consideration is multifaceted and inevitably raises many questions,
and I discuss several guiding questions that emerged.
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Student-focused: Creating positive connections through mentorship.
Mentoring is a recognized way to positively influence the academic development of
students. Research has shown that students who take part in mentoring benefit from the
positive relationships and improved school attitudes and high school completion rates
(Greenberg et al., 2003; Herrera et al., 2007). The guiding questions that emerged from
the PoP are as follows: Viewing this PoP through a critical lens, how can we involve
students in finding a solution to the problem of course completion? What processes will
allow them to have a voice?
Teacher-focused: Shifting teachers’ practice through collective efficacy.
With the many changes required of teachers and the complexity of the problems that
students bring to school, the solutions can seem and are beyond the school’s realm of
influence. Developing collective efficacy will make teachers feel that their efforts are
having a positive effect. Donohoo (2017) contended that a culture of collaborative
learning can lead to collective efficacy, because teachers’ beliefs influence students’
learning. The guiding question that emerged from the PoP is as follows: How can I
better support teachers to better support students with completing their courses?
Organization-focused: Tracking students’ progress. We are not consistently
tracking students who do not meet the course expectations. We in School X do not know
which students and how many do not complete their courses and which courses they have
not completed, nor do we have action plans in place to help students who do not meet the
academic requirements. The guiding questions that emerged from the PoP are as follows:
What structures/processes need to be in place to ensure that students are supported

INCREASING COURSE COMPLETION

22

consistently to complete their courses? What processes are currently in place that we
could better utilize to help students to complete their courses?
Community-focused: Developing community partnerships. The province
mandated updated LQSs and TQSs that commenced in 2019. The Alberta Government
(2019a, 2019b) outlined standardized teaching and leadership practices that include
nurturing relationships by collaborating with community partners such as social services,
mental health, and law enforcement. In completing their courses, students face many
barriers, including food, shelter, safety, and social-emotional issues (Shor, 1992).
School X cannot eliminate these barriers on its own. The following guiding question
emerged: How might we mobilize/utilize other stakeholders in the community to help to
improve course completion?
Challenges emerging from the problem. Although schools are accountable for
students’ success, many factors influence the results. Investigating the effect of adaptive
leadership on student course completion, Heifetz et al. (2009) emphasized the importance
of rethinking our view of the problem and understanding that the methods of the past are
ill suited to the needs of today. This describes the complexity of this PoP. All
stakeholders’ views, goals, and needs differ. For example, the students in School X have
indicated on surveys that they want to feel that their teachers care and listen to them,
whereas the teachers are sometimes preoccupied with teaching and making sure that
students complete their courses.
When I investigated the tenets of adaptive leadership with regard to students’
course completion, I began to see the complexity of this PoP. Teachers are not
necessarily prepared to address the needs of underprivileged youth or marginalized
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students (Cooper, 2018). Neither are they equipped to deal with the issues that these
teenagers bring to school. In School X, none of the teachers nor I have grown up or faced
the disadvantages with which these youth have to deal. It is therefore important that we
focus on increasing teachers’ capacity and feelings of self-efficacy. PD can be difficult
in times of fiscal restraint, and the fact that we have a small staff contributes to the
difficulty of learning from colleagues. Teacher training is at the heart of building
teachers’ confidence to interact with students effectively. Furthermore, PD reflects a
shift in society to a thinking workforce (Collinson et al., 2009).
Heifetz et al. (2009) emphasized that the methods of the past are ill suited to
addressing the needs of today and that adaptive leaders are important to rethink how we
see problems. Low course completion does not begin in high school. In addition to the
turmoil in their lives, students have longstanding attitudes and ingrained habits with
regard to attending school (Tyler & Lofstrom, 2009). It is important that we find
strategies to break the cycle of low course completion. It is also essential that we do
things differently to reduce students’ disillusionment with school. This means fostering
an environment in which teachers and students are not afraid to experiment and find
unconventional solutions. Building trust and making school a safe place are essential.
Finally, my critical view could be a challenge because it has political undertones
that might result in resistance. Not everybody is ready to think critically, question the
status quo, and challenge the inequities.
Leadership-Focused Vision for Change
Throughout this OIP I hoped to find a solution to low course completion at
School X. Research has shown that building relationships with students is a key factor in
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improving their engagement and learning (Henry, 2007; Klem & Connell, 2004; Ryan &
Patrick, 2001; Skinner & Pritzer, 2012). It is therefore urgent to build a culture of caring
and to implement strategies to foster these relationships. This change in culture will
increase the course-completion rates, ensure consistent tracking and collaborative action
planning, and increase teachers’ efficacy (Skinner & Pritzer, 2012).
As I mentioned, adaptive leadership is dynamic and amalgamates unique skills
into a combined whole to benefit an organization (Heifetz & Laurie, 1997). It is also tied
to advocating for organizational justice through fairness in decision making, value for
difference, and the development of self and others (Heifetz & Laurie, 1997). Adaptive
leaders focus supports on their followers and teamwork and the development of a shared
purpose, values, and responsibilities, while maintaining their focus on change (Heifetz
et al., 2009). This fosters the development of teachers’ capacity through stressing
follower involvement and growth (Northouse, 2016) and improves students’ success.
Envisioned future state of the organization. My envisioned future state with
the implementation of this OIP is that all students will complete their courses and be able
to graduate. The academic gap between the Indigenous and non-Indigenous students will
decrease. Teachers will be highly confident in their abilities and fearless about engaging
in new activities such as professional learning communities (PLCs). Through a critical
lens, I envision a school in which not only are we aware of injustices and contradictory
practices, but we are also ready to act on social reform (DellaRovere, 2014). This will
unfold if we cultivate a practice of critical reflection by modeling inclusive practices and
ensuring that teachers are willing to have critical conversations on interventions to make
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the school more inclusive. A democratic and socially just education is one that is
responsive to everyone (Horkheimer, 1982).
Priorities for change. The priorities of change become clear viewed through an
adaptive leadership lens. Leadership involves working together, learning together, and
constructing meaning and knowledge collectively (Harris, 2009). The first priority is to
establish a shared vision. As Sharratt and Planche (2016) emphasized, “Shared beliefs
and understandings solidify purpose and sustain motivation” (p. 204). This is possible if
we build a culture of trust and collaboration (Northouse, 2016). Collaborative models
such as PLCs can become powerful tools to create a shared vision. With regard to this
OIP, all stakeholders must understand what course completion entails and how it will
occur in the school setting.
Because adaptive leadership involves leading by example, it is essential that I put
into place the necessary conditions to foster staff members’ commitment and sense of
self-efficacy. Working together makes taking on difficult challenges easier. Bandura
(1977) concluded that “the strength of people’s convictions in their own effectiveness is
likely to affect whether they will even try to cope with given situations” (p. 193).
Applying this concept to a group means building a team whose members feel empowered
through collective efficacy, which becomes a strong tool for change. Northouse (2016)
explained that “adaptive leaders provide a holding environment where others can learn,
grow and work on changes that are needed” (p. 275). Teachers who feel that they belong
and who want to be part of a collective mission will take the time to connect with
students and try to understand their individual situations.
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As an adaptive leader, I will take a “prescriptive approach that is useful and
practical” (Northouse, 2016, p. 275). This means focusing my followers on the work that
we need to do, which in this case is tracking students’ progress. “Monitoring student data
is at the core of early identification of trends and factors that may contribute to a student
not completing high school” (Alberta, 2020, p. 2). It is imperative that the staff at
School X have a good understanding and a clear process to analyze school data, including
the Accountability Pillar (Alberta Education, 2019a), OurSCHOOL (Learning Bar,
2019), and internal data that we collect in the school. With these data, students who will
likely not complete their courses or do not have the potential to complete school “can be
identified and informed decisions can be made to provide early interventions that have
the greatest positive impact for the student” (Alberta, 2020 p. 2). Currently, the data that
we track are uncoordinated, and we have no follow-up or action plan to support the
students.
The last priority is to take the time to create a school culture of respect,
acceptance, and equality. Northouse (2016) suggested that leaders need to reshape and
revamp their schools’ values. In the context of this OIP, it means that I will ask the staff
to work together to develop a culture of empathy, honesty, justice, and equality. The
teachers, and all school staff for that matter, must accept students’ differences and make
it possible for all students to complete their course requirements.
Change drivers. Several external factors and policies will drive change at
School X. The first change driver is the urgency to do things differently. Alberta’s
(2020) HSC is a key driver for change because it is designed to improve all provincial
school jurisdictions’ completion rates (p. 1). The second driver is the province’s new
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LQS (Alberta Government, 2019a) and TQS standards (Alberta Government, 2019b),
which put pressure on the school to ensure that its teachers meet each of the
competencies for student achievement. The third external factor is that School
Division A has asked all schools to set a goal of 90% completion of high school within
five years of students’ beginning Grade 9 (School Division A, 2019b; School X, 2019a).
This is a lofty goal, considering that School X’s completion rate is approximately 68%.
These external drivers create tremendous pressure on School X to meet these
expectations. Fullan (2014) stated that “big changes can’t be initiated without some
terrible sense of urgency, but once we leave the starting blocks, the need is to focus our
efforts” (p. 21). The stage is set, actors are required to attend, and it is time to find
winning strategies to improve course completion.
An internal change driver is the work that we have accomplished in the last three
years to prepare the staff for change. We have carefully chosen PD, readings, and
workshops to plant the seed to do things differently. Through education, the school team
members have become aware of the need to take a collaborative approach to meeting
students’ needs. Small-group buy-in has been a change driver in itself. Workshops and
readings about PLCs have helped to align people with the common vision of working
together. Cawsey et al. (2016) emphasized that a vision for change clarifies the road
ahead and creates a situation that has a “powerful pull for employees to participate
positively in the change process” (p. 121).
This learning has been marked by collaboration with two separate leading
facilitators, one in the field of PLCs and the other in the field of Indigenous cultural
teachings. With these partnerships, we have established that all student have the ability
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to succeed. Ongoing collaboration has resulted in creating the shared vision that students
will learn with our support.
Organizational Change Readiness
In assessing an organization’s change readiness, leaders must understand the need
for change before they can persuade others that it is necessary (Cawsey et al., 2016).
School X will use the following tools to ensure change readiness.
Tools to Ensure Change Readiness
School effectiveness framework. The Ontario Ministry of Education’s (2013)
School Effectiveness Framework helps schools to establish priorities and elaborate
school-improvement plans at the beginning of each school year. It is designed for use in
teams to result in a group view of the situation rather than each individual’s perception.
Identifying areas that need improvement is the first step towards change readiness. This
framework evaluates six components of school effectiveness.
Assessment for, as, and of learning. “Assessment is the process of gathering
information that accurately reflects how well a student is achieving the curriculum
expectations in a subject or course. The primary purpose of assessment is to improve
student learning” (Ontario Ministry of Education, 2013, p. 9). This element of the School
Effectiveness Framework aligns with the need to track students’ progress to determine
their current standing and the next steps.
School and classroom leadership. School and classroom leadership stresses the
importance of establishing a professional learning culture. Decision making is based on
practices that have been established collaboratively. In the case of the alternative high
school, this translates to working together to establish winning strategies to create a
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learning environment in which students thrive. Acknowledging that this will require
work means that adaptive leaders must be ready to do things differently.
Student engagement. Taking a closer look at student engagement helped the
school team to understand that it is connected to course completion. This indicator stood
out the most because “positive peer, teacher, school, and community relationships are
evident and fostered through intentional strategies and activities” (Ontario Ministry of
Education, 2013, p. 24).
Curriculum, teaching, and learning. Curriculum, teaching, and learning go hand
in hand with course completion. Relevant schoolwork, critical-thinking opportunities,
and creative activities are all tools that will help students and teachers to learn together,
engage in positive communication, and develop positive relationships.
Pathways planning and programming. According to the Ontario Ministry of
Education (2013),
Creating Pathways to Success puts students at the centre of their own learning,
viewing them as the architects of their own lives. Students are encouraged to
discover who they are, explore opportunities, pursue their passions and design
personal pathways to success. (p. 34)
The element of planning and programming stresses the importance of working together to
meet individual needs and develop career and life choices.
Home, school, and community partnerships. Building partnerships with home
and community will enhance students’ learning opportunities and well-being. The staff
recognized this fact and made learning outside the school walls a priority in the hope that
it would help the students to build stronger relationships and receive more community
support.
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Organizational-readiness questionnaire. Another tool that I can use to assess
my staff’s readiness for change is an adapted version of Cawsey et al.’s (2016)
Organizational-Readiness Questionnaire (see Appendix A), which will help to identify
the factors that prohibit and promote change in this organization. The questionnaire
includes seven dimensions of change readiness.
Previous change experience. The mood in the school is generally upbeat. Staff
interact with each other and with students in a positive manner. In the last three years,
change initiatives have had positive outcomes. Few staff resisted at the beginning, and a
number of staff were excited to take on the challenge and become informal leaders in the
school.
Executive support. The school division administration has supported the change
because it has become a priority of the board of trustees. An action plan is in the
discussion stage to gain a comprehensive view of what we want to accomplish. We have
realized that implementing change through trial and error has not worked. Furthermore,
the whole school team is involved in developing this plan to keep everyone motivated.
Credible leadership and change champions. As the formal leader of the school,
I understand the need to change the way that things are done. I have recruited some very
motivated informal leaders who share my beliefs and who are ready to champion the need
for change. These informal leaders have credibility among the staff and are positive
influences.
Openness to change. One group in particular has a negative attitude towards
change. The most significant problem is that the members do not voice their opinions
openly but pretend to agree with new initiatives in group settings while engaging very
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little in translating ideas into action. It is difficult to have honest conversations, to voice
concerns or support, and to deal with conflict constructively. Fortunately, this group
represents a minority of the staff, and most staff members are ready to invest the energy
necessary to undertake change. Creating a space to allow all staff members to voice their
opinions whether or not they are favorable to change is a priority in building a culture of
trust.
Readiness dimension. The energy in the school is high. More than half of the
staff are motivated to undertake the change. Additionally, as the principal, I will be
responsible for ensuring that the staff have access to sufficient resources to support the
change.
Rewards for change. Cawsey et al. (2016) described rewards as intrinsic as well
as extrinsic. In our case, we have given little thought to an extrinsic reward system. As
the principal, I do not have the latitude to give staff tangible rewards such as pay raises
and bonuses. The only extrinsic reward is to maintain the current staffing because a
decrease in attendance could mean cutbacks. Being recognized for innovative ideas and
receiving the support that people need to further their initiatives by attending PD
sessions, workshops, and so on foster intrinsic motivation.
Measures for change and accountability. Students’ mark-book and attendance
records as well as credit completion initially measure reengagement. As the principal, it
will be my responsibility to ensure that I continually share the data with everyone.
Chapter Summary
In Chapter 1, I have examined the history and organizational context of School X.
Low course completion is a problem in the school, which is reflected in the low course-

INCREASING COURSE COMPLETION

32

completion rate and poor attendance. Possible solutions emerged from the analysis of
various factors and the use of the PESTE factor analysis. Establishing collaborative
learning practices will help to build the organization’s capacity. The urgency to do things
differently and the division’s and province’s mandates are the main change drivers. An
adaptive leadership approach means building a shared vision for change that is rooted in
readiness for change. It is essential to find creative solutions that will help students to
evolve from the current state of low course completion to the desired state of academic
success. In Chapter 2, I elaborate on how we will plan and develop possible solutions.
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Chapter 2: Planning and Development
In this chapter I outline the leadership approach to change and deepen the
research that I discussed in Chapter 1. Cawsey et al.’s (2016) change path model is the
framework that I will use to lead the change process. Nadler and Tushman’s (1999)
congruence model also helped me to conduct a critical organizational analysis to identify
gaps in the change process and determine what needs to change. Subsequently, I
elaborate on possible solutions to address the PoP, which I compare and then choose the
best one. Finally, I discuss the question of leadership ethics and the role of an ethical
leader.
Leadership Approach to Change
Like any change, organizational change requires adjusting current practices to
improve an organization’s effectiveness. Leaders guided by a change model are more
likely to be successful (Cawsey et al., 2016). As I mentioned previously, the tenets of
adaptive leadership will guide the change process and shift thinking by putting the
followers first. Critical theory supports the principles of adaptive leadership and helps to
understand that more than one perspective is required to change behaviors and attitudes
(Heifetz, 1994). Change is needed to meet the needs of all students equitably while
maintaining flexibility. The multifaceted approach of adaptive leadership will support
and drive the desired change to increase course-completion rates in School X.
Adaptive leadership. Because course completion is a complex problem, it is
necessary that the approach be dynamic to foster a common understanding of the problem
and the implementation of the desired change. Adaptive leadership is an effective
framework that will influence and propel change at School X. A major tenet of adaptive
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leadership is that it addresses the role of leaders relative to their followers. Unlike other
leadership theories and styles (Northouse, 2016), adaptive leadership is more “follower
centered” than “leader centered” (p. 258). It focuses on leaders’ support for followers
during change to help them to adapt to new conditions (Heifetz, 1994; Heifetz & Linsky,
2004; Northouse, 2016; Vrdoljak Raguz & Borovac Zekan, 2015). As the leader in
School X, I will ensure that I do my job not as the locus of control, but rather as a
facilitator who supports staff through training, PD, and conversations to enable them to
do what they need to do to adapt to the challenges that they face.
Vrdoljak Raguz and Borovac Zekan (2015) explained that successful adaptation
to change requires an examination of the past and decisions on what is dispensable, while
still recognizing the heritage of the organization. At School X this means that we must
consider the history of the change that has already taken place at the school level and
acknowledge all stakeholders’ perceptions of past and future changes. These key actions
and interpretations of events will differ depending on each stakeholder’s position and
response to the need for all students to complete their courses successfully. For the
change to progress, we must first understand the reasons for the current behaviors. This
step will require that we examine three key actions in the adaptive process: observing
patterns and events, interpreting the observations, and designing interventions based upon
the observations (Heifetz et al., 2009). In practice, this means that we must observe the
organizational behavior by reviewing data or using qualitative methods, as I discussed in
Chapter 1. I will use Cawsey et al.’s (2016) Organizational-Readiness Questionnaire
and Ontario’s Ministry of Education’s (2013) School Effectiveness Framework to
understand the desired change. It is therefore essential that all stakeholders be able to
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identify and understand the effects of the current behavior, in order to develop
interventions rooted in the increasing course completion and meeting the needs of all
students.
Our current reality is that we are good at meeting the needs of our independent,
high-privileged, well-attending, and course-completing students (DellaRovere, 2014); but
how do we meet the needs of those who do not have the same privileges? According to
critical pedagogy, children matter; this is why this is so important (Wink, 2005). Critical
pedagogy challenges our “long-held assumptions and leads us to ask new questions, and
the questions we ask will determine the answers we get” (p. 165). Change is difficult: It
pushes staff to think differently and adjust their values and beliefs, it is a long process,
and we need to work on solutions that work for all types of students. DellaRovere (2014)
contended that “leaders who engage in cultivating their own critical reflexivity can
transfer these skills and knowledge to influence other school community members”
(p. 15). One of the key tenets of adaptive leadership is the need for me to adjust my
values in the best interests of the school, the staff, and the students.
Using an adaptive leadership approach, I will demonstrate my understanding of
what needs to change while being mindful of the stakeholders who are charged with
fostering the change. When the onus for change is on both formal leaders and the
educators within the organization collectively, it is possible to create change that will
outlive the direct influence of those tasked with leading the organization. Leaders can act
as supports, but the change lives with the people who need to do the work to adapt to the
circumstances that influence the organization (Northouse, 2016, p. 262). In the context
of this OIP, numerous influential factors and mixed attitudes stem from challenging
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conditions; however, the need for change is clearly evident, and the leadership must
ensure that students in need can access resources to succeed. A major adaptive
leadership quality is the ability to advocate for organizational justice through making fair
decisions and valuing differences during a change process (Heifetz et al., 2009).
Framework for leading the change process. It is no secret that change is hard
and that countless unexpected obstacles exist in the effort to ensure that students
complete their course requirements to become eligible for graduation. Change requires
creating a plan of action rather than proceeding with a new initiative without planning. In
this case, selecting the right organizational change model is an important step in devising
a change plan. In this section I address how to change by applying three pertinent
approaches. Cawsey et al.’s (2016) change path model (see Appendix B) is a viable
framework for this OIP because it presents a clear roadmap for navigating change. It is
the main framework that I will use, but I will add elements that emerge from viewing the
model through a critical lens and taking an adaptive approach. Viewing this OIP through
a critical lens will keep the overall focus of the problem on action for change and equity
(Horkheimer, 1937). In both preparing for and employing this OIP, I will use adaptive
leadership to help followers to adapt by learning and being creative in complex situations.
The combination of these three approaches is an excellent fit for collaboration and the
critical stance that emanates from this OIP.
Cawsey et al.’s (2016) change path model. Cawsey et al.’s (2016) change path
model addresses how and what to change. This model involves four steps:
(a) awakening, which is essentially making the case for change; (b) mobilization, which
involves defining the current state, the desired state, and the gap between them;
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(c) acceleration, which is where the action takes place; and (d) institutionalization, which
involves examining the progress and modifying the changes.
The change path model (Cawsey et al., 2016) is an excellent choice for this PoP in
that it incorporates the best practices of many theories. According to Cawsey et al., the
model’s focus is on combining both process and prescription. It has more direction and
detail than Lewin’s (1951) stage theory of change and fewer instructions then Kotter’s
(1996) eight-stage process.
I chose Cawsey et al.’s (2016) change path model over Lewin’s (1951) model of
change because the change path model is suitable for smaller changes. Lewin’s model is
suited to immense changes, which can alienate employees because their work will
change considerably from in the past (Lewin, 1951). The one significant factor that
Lewin’s model lacks is consideration of human feelings and experiences; this is where
the change path model excels.
Cawsey et al.’s (2016) change path model is also more suitable than Kotter’s
(1996) eight-stage process because the change path model focuses on both the change
and the people behind it, whereas Kotter’s process focuses less on the change and more
on the people who enact the change. Cawsey’s change path model also allows
stakeholders to move in and out of each stage, depending on where people are within the
change process, whereas Kotter’s process is more like a checklist or a step-by-step model
that does not allow the skipping of steps (Kotter, 1996). As an adaptive leader, I am not
concerned about existing rules, structures, and time. The old processes in School X will
not dictate my actions as an adaptive leader, and I will adjust my practice along the way.
I also consider rules to be guidelines rather than strict structures that we must follow
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(Heifetz et al., 2009). The change path model supports this approach in that it offers an
open and flexible structure for change, whereas other models such as Kotter’s can be very
rigid (Cawsey et al., 2016). A strength of Cawsey et al.’s model is that it has a strong
focus on including stakeholders in all aspects of the change, which fosters the diversity of
views and perspectives that is foundational to this OIP and aligns well with Heifetz
et al.’s. adaptive leadership tenet of being follower centered. Other models, such as
Kotter’s, are designed to be top down; they focus more on senior management. Kotter’s
model does not permit feedback but tells staff what to do, which also leaves little
room for stakeholders’ reactions, other forms of involvement, or diversity. Including
stakeholders in the process lessens the frustrations at each stage of the model and takes
into consideration individual stakeholders’ needs. Heifetz et al. explained that adaptive
leaders have a high level of emotional intelligence; they focus on social awareness,
relationship management, diversity, and fair decisions. These traits will enable me to
hear many voices, address the nonverbal cues of frustration and other stakeholder
reactions, and create a plan of assistance for each person. Therefore, achieving the
individual and collective goal of improving course completion will depend largely on
how the teachers, school leaders, and parents work together with this model to support all
of our students. These significant steps will help the staff of School X to better identify
the areas that need improvement and the steps required to improve course completion. In
the next section I examine Cawsey et al.’s change path model.
Awakening. The awakening stage of the change path model (Cawsey et al., 2016)
establishes and articulates the need for change by identifying gaps between the current
and the desired state. Relative to the context of my PoP, this stage is instrumental in that
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it legitimizes the reason for change (Fullan, 2011). An examination of relevant data
creates a sense of the need for change and stakeholder buy-in. Provincial testing results,
credit completion, and overall graduation rates will measure students’ success in
School X. Division A’s goal for course completion is 90% over five years. The division
holds our school accountable for achieving this goal by collecting data from each school
twice a year on students who do not complete courses or are at risk of not graduating.
Involving staff in the data collection and planning will increase their awareness of the
need for change. Sharing data with the staff will result in a more personal perspective on
the problem as the numbers become faces.
During the awakening stage it is also important to evaluate the organization for
change through a critical lens. McMahon (2003) commented that, “while schools
maintain societal inequities, these institutions can also be forces for social change” (p. 2).
Education is therefore not morally or politically neutral, which is evident in teachers’
changing perspectives throughout their careers. McMahon noted that “educational
legislation, policies, and procedures as well as curricular resources are written and
presented from within particular locations, belief systems, and moral stances” (p. 2).
These factors impact teachers’ responses to students, how they teach, and how they
respond to change. Because old patterns and values are often difficult to change (Mento,
Jones, & Dirndorfer, 2002), it is important that as an adaptive leader I value independent
judgement and perspective by developing a vision collaboratively (Heifetz et al., 2009).
Communicating it throughout the school will convey the strong message that as a leader I
care about the staff’s different perspectives and involvement.
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Mobilization. Cawsey et al.’s (2016) second stage of the change path model is
mobilization, which is the need to “make sense of the desired change through formal
systems and structures, and leverage those systems to reach the change vision” (p. 145).
It entails assessing power and cultural dynamics. In an organization, individuals have
power because of who they are, what they know, who they know, and their positions
(Cawsey et al., 2016), which affects the organizational culture, belief, values, and
underlying assumptions. Recognizing power inequities is at the heart of leading from a
critical perspective (DellaRovere, 2014). This means recognizing that what teachers say
and do not say, what they teach, and how they act and react greatly influence society.
Through education and PD, this theory prepares teachers to empower learners by
ensuring that they impart knowledge that represents students’ perspectives and serves
their interests. With regard to this OIP, raising teachers’ awareness of inequalities will
enable them to propose strategies to counter injustices.
In the context of School X, it is important that I focus on the vision by preparing
teachers for change through collective efficacy. This stage includes building a sense of
trust and a team focused on both individual and collective improvement. “Where trust is
present, cooperative behaviors such as engaging personally, sharing information, and
relying on other team members are more likely to emerge” (Hallam, Smith, Hite, Hite, &
Wilcox, 2015, p. 194). As a leader, I cannot give the staff confidence, but I can mobilize
a group to share experiences and create opportunities to work together. The first step in
building trust and confidence requires that as a leader I encourage staff to share personal
information and other aspects of their lives, as well as to fulfill their assigned
responsibilities. “With consistent positive interaction, relationships eventually developed
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so teachers began divulging what might be more vulnerable information, such as fears
and classroom struggles” (p. 203). Reliability is an important part of trust that requires
that teachers fulfill their responsibilities as team members. “Trust is all about follow
through” (p. 204).
Building trust also requires that, as a leader, I take care not to micromanage the
teams. Hallam et al. (2015) emphasized that “principals influence team trust when they
avoid micromanaging the teams, but rather allow the PLC teams autonomy to direct their
own collaborative efforts” (p. 204). Part of being an adaptive leader is ensuring that the
supports for organizational change center on the followers.
Acceleration. The third stage of Cawsey et al.’s (2016) change path model is
acceleration, the point at which the leaders of the organization empower others and help
them to develop new skills and ways of thinking to continue to support the change. In
this OIP, I will do this by helping them to understand how the organization works and
what we need to achieve (Cawsey et al., 2016). In collaborating, people take ownership
of their work, which in this case is the change plan. It is not a top-down plan, but a plan
of teamwork. Northouse (2016) described this adaptive leadership quality as giving work
back to the people. In the context of School X, this step requires building a guiding
coalition. Bringing people together is essential not only to build trust, but also to build a
culture of openness to change and co-leaders within the school (Hallam et al., 2015).
Another step involves ensuring that the necessary tools and resources such as PD
are in place (Hallam et al., 2015). From a critical perspective, it is imperative that
teachers have access to the knowledge and resources that they require to help students to
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become successful. As an adaptive leader, I will ensure that PD and teaching resources
are in place to support the teachers.
It is equally important at this stage that I seek feedback continually and adjust the
plan accordingly if staff begin to resist because they do not envision a positive impact on
students. It is also important that we celebrate successes to maintain motivation and the
drive to meet all students’ needs. Celebration should be at the forefront of the plan to
increase course completion, and we must continually recognize improvements.
Institutionalization. The final stage of the change path model (Cawsey et al.,
2016) is institutionalization, which involves tracking the changes and gauging the
progress toward meeting the goal. This will involve making necessary modifications to
allay the fears and potential risks that can derail movement toward the objective. Cawsey
et al. would call collecting school-attendance and course-completion data taking “small
steps to the larger goal” (p. 346). The use of diagnostic tools to identify the factors that
lead to low course completion will contribute to the success of this change plan. Cawsey
et al.’s strategy map (see Appendix C) will help to communicate the plan, serve as a
visual of the completed steps, and ensure that the staff’s energy and effort are focused.
An essential step of an adaptive leader is to keep the focus on both followers and change
(Heifetz et al., 2009). I will use the duration, integrity, commitment, and effort (DICE)
model (pp. 372-373) to continually check in with staff and ensure that we meet the goals
and priorities of the plan. These tools will also help the stakeholders to better understand
what we have done, why we have done it, who has done it, and the areas that we need to
review again. From a critical perspective, this stage involves ensuring that the dialogue
and data exchange are authentic and not superficial. Brown (2004) noted that this
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dialogue focuses on inquiry and increases understanding and questioning in conversation.
Questioning will foster a better understanding of the stakeholders and the organization.
Critical Organizational Analysis
Change is a vigorous process that involves understanding the organization, its
culture, and its vision. To analyze the PoP, I will use Nadler and Tushman’s (1999)
congruence model as the framework. It is a powerful tool that will identify the root cause
of performance issues in School X. It is also a starting point to fix the problems.
Nadler and Tushman’s (1999) Congruence Model
Nadler and Tushman’s (1999) congruence model will help me as a leader to
analyze the organization by looking beyond the symptoms and addressing the actual
causes of the problem to further determine the need for change.
Nadler and Tushman’s (1999) congruence model offers a complete picture of the
interactions among the different components of an organization. Figure 2 illustrates the
components of the congruence model, which I can easily apply to the problem of low
course completion in School X. It takes into consideration the organization’s relationship
with its environment and has four components: (a) inputs, (b) strategies,
(c) transformation process, and (d) outputs.
Inputs. School X is part of a much larger environment that can impose stresses
and restrictions on students and school strategies. For example, the Alberta Ministry of
Education expects students to remain in school until the age of 18 and graduate (Alberta
Government, 2019c). This restriction has a direct impact on the school’s funding and
creates pressure on the staff to ensure that their students complete their courses and
graduate on time. Additionally, Alberta Education (2017) has in place a restriction
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Figure 2. Organizational congruence model (adapted from Nadler & Tushman, 1999).

that students who miss 25% or more of their classes must automatically withdraw from
the course, which means that the government will cut the funding for those students.
School X must therefore ensure that students attend classes.
Another demand is that teachers in the division be transferred from school to
school on a regular basis, without school input. As a result, teachers are assigned courses
that are not within their areas of expertise. This directly affects the skills that students
learn and thus their academic success. Unfortunately, this infringes on the belief of
School X’s staff in the importance of creating a differentiated environment in which all
students can grow and continuing to prioritize socially conscious and equitable practices.
Teachers in this situation often feel discouraged and less competent. Finding solutions to
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place staff in appropriate roles to support all students’ needs and address the lack of
course completion is a collective challenge.
Resources are a second source of input at School X. At this time School X has
ample material and human resources. Many community organizations provide resources
to the school, such as horse therapy, food for students, and school supplies. In September
2020 we will move into a new school year with a new superintendent and a government
that has made some significant changes to educational funding across the province. This
has significantly impacted student support services with cuts in career counselling and the
removal of all outside health supports. Students will be affected by these changes
because they will not have access to vital supports and resources that help them to
become successful academically. From a critical perspective, access to equitable
resources is an important factor in students’ success (Shor, 1992).
The last input is the history of the organization. Nadler and Tushman (1980)
noted that past events influence the current functioning of organizations. They
emphasized the importance of understanding the organization’s developmental phases
and noted that past events can lay the foundation for the organization’s norms.
Historically, School X has a reputation as a sports school rather than an academic school.
It has been viewed negatively for years in terms of its academic success, which is
attributed to its clientele of low-achieving students. Unfortunately, this still holds true for
some, as a school survey and the school’s low-SES attendance area reflect. This negative
view of the school and its students impacts their academic success. Shifting the negative
perception of School X as underperforming to academically successful is essential to
make School X a high-performing school (Tschannen-Moran & Gareis, 2015).
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Strategies. In 1999 Nadler and Tushman updated their model to include the
application of strategies in the 21st century. Although these strategies refer more to a
business model, I can apply them to this PoP. According to these researchers, how an
organization is organized can affect its focus. For example, Nadler and Tushman
discussed designing for structural divergence. This means that the school can operate in
the present while the staff think about the future. Even though School X’s students come
from a multitude of backgrounds and struggles, our goal is to reach out to the students
who, for a variety of reasons, are not succeeding in their courses. These students show
signs of the inability to complete their courses that are reflected in their attendance,
classroom behaviors, and lack of motivation to complete in-class work. We offer open
learning environments and one-to-one supports, but it is important that we continue to
add to our repertoire and continually think to the future for appropriate actions. Nadler
and Tushman also recommended the promotion of organization modularity. In School X
it is important that we prioritize teaching for success. The literature revealed that
creating positive student-teacher relationships has a strong impact on students’ success in
school (Alberta, 2020; Cooper, 2018; Harris, 2009). It is therefore important that we
prioritize this element of teaching for success. The development of caring student-staff
connections will keep School X relevant. It is also important that we develop a
streamlined process to emphasize “learning, team-building, and ownership” (Nadler &
Tushman, 1999, p. 56).
Finally, Nadler and Tushman (1999) discussed organizational congruence. Fullan
and Quinn (2016) introduced the concept of coherence and defined the term as taking
action with the right drivers as the foundation (p. ix). Coherence results when an
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organization focuses its direction, cultivates collaboration, deepens learning, and ensures
accountability. This is why shared goals and values are at the center of School X’s
structure.
Transformation process. The transformation process involves merging the
organization’s sections to produce the outputs (Cawsey et al., 2016). Nadler and
Tushman’s (1999) organization congruence model includes the four components of the
transformation process—work, the formal organization, the informal organization, and
people—which combine to produce the outputs. I describe each of these below.
Work. According to Nadler and Tushman (1999), work includes the essential
tasks that will help to develop a solution for School X. Working in a school requires
knowledge, ethical judgement, and practice. According to Cochran-Smith (2010),
teachers have an obligation to be conscious of politics and systems that can reinforce
power and privilege, which makes teaching a complex and highly sensitive job. This is
particularly true in School X, where many students come from disadvantaged
backgrounds and require extensive amounts of help. As a result, teachers make many
decisions that impact their students’ lives. It is imperative that, through collaboration and
collaborative learning, teachers be equipped with the necessary resources and knowledge
to counterbalance the many inequalities that our students face.
The formal organization. Nadler and Tushman (1999) explained that the formal
organization “structures, coordinates, and manages the work of its people in pursuit of
strategic objectives” (p. 47). Achieving a more collaborative system requires an
examination of the system as a whole. For example, School X leaders need to focus their
efforts on a collaborative bottom-up approach rather than a directive top-down approach
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to change (Hallinger, 2003; Lonati, 2019). Adaptive leadership lends itself well to
changing the structure of the organization to include a more collaborative foundation.
Adaptive leaders focus on the people (Heifetz, 1994; Heifetz et al., 2009; Northouse,
2016). Opportunities for collective self-efficacy through PD are part of the structure that
will help teachers to support their students. It is important that I plan for PD and think
about my impact. Building a collaborative culture as an adaptive leader sends a strong
message that the school values the expertise and talents of its people (Fullan & Quinn,
2016). Developing the capacity of the staff will positively impact the students. Donohoo
(2017) wrote that “educators with high efficacy show greater effort and persistence, a
willingness to try new teaching approaches, and attend more closely to the needs of
students” (p. xv).
The informal organization. The informal organization is comprised of informal
relationships; informal leadership; the norms, values, and beliefs in the organization; and
the culture of the organization (Cawsey et al., 2016). Many of the staff members have
been in the school for a long time, some as long as 40 years. Some have had at least five
different principals who have maintained the status quo, for the most part, in how they do
things. Some teachers have resisted change passively, and others have very openly talked
about the way that things used to be. However, they are all very competent teachers who
care deeply about their students. School X has a number of informal leaders who
strongly influence others, which can be a determining factor in the willingness of people
to move ahead with change. As a leader, it is therefore important that I understand the
integral power dynamics of the school. Specific tools such as Cawsey et al.’s stakeholder
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analysis will enable me to develop useful strategies to understand the relationships and
key players in the school culture.
People. Staff and students are the most important elements of the transformation
process. In change initiatives, leaders establish a vision and begin the change process,
but people with knowledge, skills, and talents implement the change (Cawsey et al.,
2016). As an adaptive leader at School X, it is important that I build relationships and
seek continual feedback (Heifetz, 1994). As a lead learner I will work alongside the staff
to understand the data and the literature on students’ low course-completion rates. Fullan
and Quinn (2016) expressed this in terms of push-and-pull strategies. For the purpose of
this OIP, push strategies involve acknowledging that students can do better and
“eliminating the excuses based on student background and circumstances” (p. 33).
Creating opportunities for collaborative inquiry in which the principal participates as a
learner is a pull strategy that is crucial to establish a culture of growth and efficacy.
The challenge will be to shift teachers’ skills, attitudes, and knowledge. Teachers
will need guidance and leadership support to understand how their roles will align with
the new direction. It is also important that I consider the fears and feelings that come
with a request to do more. As the leader, I must be cognizant of the training that teachers
will need to give them the required tools to support their students. Through a critical
lens, this will mean providing teachers with supports that will help them to question and
understand how School X can best offer education to all students, including those from a
disadvantaged society (Cochran-Smith, 2010).
Outputs. Nadler and Tushman (1989) defined outputs as the services that an
organization uses to determine its goals. In other words, “what gets measured gets done”
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(Cawsey et al., 2016, p. 72). In a dynamic external environment, it is important to
continually measure the school’s performance and how the people within the
organization feel about and react to change initiatives. Currently, we do not track
students consistently, nor do we assess their needs appropriately. The school’s
performance rests on the alignment of work, people, informal organization, and formal
organization. Fullan and Quinn (2016) defined coherence as “a continuous process of
making and remaking meaning in your own mind and in your culture” (p. 3). Tracking is
an important step in the change process—not only of students’ progress, but also of each
stage of the change process.
Further outputs in School X will include the satisfaction of the staff, students, and
community; as well as the growth and development of its members. This will mean
effectively tracking students’ progress through a PLC model and working on collective
teachers’ efficacy to improve course completion, which emphasizes the importance of all
of the components meshing to present a coherent whole.
Possible Solutions to Address the Problem of Practice
Low course completion is a complex problem that we can approach from multiple
perspectives and that can have multiple solutions. I examine four possible solutions, each
of which focuses on different key players: students, teachers, the school as an
organization, and the community.
Student-focused solution: Creating positive connections through mentorship.
The first solution involves developing an approach to individualizing strategies and
services according to each student’s needs. It is important to “enhance students’
connection to school through caring, engaging classroom practices” (Greenberg et al.,

INCREASING COURSE COMPLETION

51

2003, p. 466). For students to be successful academically, they need to have positive
connections within the school: “Students need to feel they have a meaningful
relationship with at least one adult in their school, in order to feel connected and valued”
(Alberta, 2020, p. 2). To accomplish this, the staff of School X need to support the
students through a mentoring system by matching each student who shows signs of low
course completion and disengages from courses in terms of absences or failure with a
teacher. Herrera et al. (2007) contended that, within a year of being mentored, students
began to improve academically.
Effective mentorship encompasses listening and understanding students’ insights,
perspectives, and experiences in learning (Alberta Education, 2009). “This might begin
with structured conversations related to how students receive feedback, set goals for
themselves, reflect on their preferred ways of learning, and demonstrate knowledge or
applied skills” (Alberta Education, 2009, p. 2). These discussions will determine the
supports that students need initially. Focusing on establishing goals and making students
accountable for these goals are therefore part of the equation that will provide youth with
opportunities to make decisions and have a voice in their education, which are key to
improving their engagement in school (Ferguson et al., 2005). Giving students a voice is
a key element of a mentorship program. Freire (2000) asserted that all humans give
meaning to the world. Students are indeed intelligent beings who are often forced to
function in highly structured areas and are often marginalized or ignored. Mentorship
will allow the students to voice solutions to the problem of course completion.
School X will begin the mentorship program in Grade 10, when students are
preparing to enter high school. This decision is based on Herrera et al.’s (2007)
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recommendation that matching as early as possible will result in greater success. The
students and their mentors will meet weekly to both set and review goals and decide what
the next step will be. The mentors will conduct daily check-ins with the students. To
develop this student-focused dynamic, the school team, including the success coaches,
career counsellor and FSL, principal, and parents, will meet every month to ensure that
the students receive the supports that they require. During this process the mentors will
help the students to build pathways to success by choosing the right credit options.
Financially, this approach is not an expensive investment for School X. The staff
must be trained to create caring relationships, as a “lack of training and support can
impair the formation of strong trusting relationships between mentors” (Alberta
Education, 2009, p. 74). Other considerations will include whether the students in
Grades 10 to 12 will receive mentors based on need or whether each student will receive
a mentor; however, this would increase the teachers’ workload and, with almost 150
students in high school and only 19 teachers, including the leadership team, would mean
that they have multiple students to mentor.
We must develop tools such as Google Docs to keep track of our goals and
students’ achievements. This solution is consistent with Cawsey et al.’s (2016) change
path model that we will adopt. The mobilization step will require extra effort because it
will entail redefining the roles of teachers and helping them to become agents of change.
At this point the staff will need training to create caring relationships and to take a
nonjudgmental and caring strength-based approach.
Teacher-focused solution: Shifting teachers’ practice through collective
efficacy. The idea of shifting teachers’ practice through self-efficacy stemmed from the
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work of Bandura (1977), who presented his ideas on personal efficacy. He continued his
research into 1997 and elaborated on the idea of collective efficacy to demonstrate that, if
people share their beliefs collectively, they can produce the desired results (Bandura,
1997). Bandura (2000) discovered that collective teacher efficacy has positive effects on
student achievement that largely outweigh the negative effects of low SES. Hoy,
Sweetland, and Smith (2002) later supported these findings. In our small, rural, low-SES
school with students from a variety of backgrounds and primarily two different cultures,
it is important that the teachers believe that they can make a difference and have a
positive influence on students’ achievement despite other influences in the students’ lives
that can challenge their success (Hoy et al., 2002). Hattie (2015) referred to collective
teacher efficacy as the number one influence on students’ achievement. He proposed that
“teachers together can achieve more if they collectively believe that they can” (p. 28).
Collective teacher efficacy helps teachers to make more effective use of the skills that
they already have. The goal is not to make people feel good about themselves, but to
encourage them to believe that they can make a difference (Hattie, 2015). This notion
aligns with critical theory with regard to the importance of creating learning processes
that help individuals to better themselves and create better experiences for others (Shor,
1992).
The staff at School X deal with difficult student problems on a daily basis,
including mental health, addictions, transient home lives, attendance, behavior, and low
course completion. Although teachers want to fix the problems, they perhaps do not
completely understand their complexity. The problems that students bring to school are
oftentimes beyond their capacity to resolve or are more complicated than they originally
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envisioned. Building collective efficacy inspires staff in the face of these inequities to
become resilient and adaptive and find potential solutions (Donohoo, 2017). When
teachers believe in their collective ability to improve students’ outcomes, higher levels of
achievement result (Donohoo & Katz, 2017). The literature revealed that teachers in
schools with a high degree of collective efficacy are positive about PD, demonstrate
better instructional strategies, and are more strongly focused on increasing students’
achievement (Donohoo & Katz, 2017).
Adaptive leadership thrives on mobilizing and readying people in difficult
situations (Heifetz & Laurie, 1997) and requires that I share the responsibility for the
organization’s future (Heifetz & Laurie, 1997). In the context of course completion, it
means considering the problem as a ‘we’ problem. With this also comes the
responsibility to provide supports. Schmoker (2006) stated that “schools will not
improve until school leaders begin to work collaboratively with teachers to oversee, in a
meaningful way, instructional quality” (p. 29).
Resources and time are necessities to ensure that the staff feel supported to
explore different strategies based on data (Hoy et al., 2002). The teachers need to be
involved, and the leaders are responsible for creating opportunities for shared leadership
(Donohoo, 2017). Donohoo and Katz (2017) explored the use of teacher networks to
improve collective efficacy. Scheduling time for collaborative learning through PLCs
will promote the process of collective efficacy and learning together. In this process it is
important that the leader learn with the teachers, because a solid component of adaptive
leadership is the ability to take part in the learning process (Heifetz, 1994). Fullan’s
(2014) view of principals as agents who promote learning is consistent with this solution.
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When leaders take part in the learning process, collective efficacy results from vicarious
experience. This solution will add few extra costs because the school already has a
budget for PD.
Vicarious experience is associated with models for applying skills (Hoy et al.,
2002). Mentoring programs and team teaching are strategies that help teachers to learn
from others’ expertise. Similarly, peer coaching, according to Donohoo (2017),
encourages teachers to co-plan, converse, co-analyze, and co-reflect. To be successful,
this approach must be anchored in a culture of respect and trust.
Each year School X completes a school plan that can serve as a starting point to
create opportunities for development to meet teachers’ needs and build their self-efficacy,
which in turn will influence their collective efficacy (Donohoo & Katz, 2017). In a
culture of sharing information, teachers who participate in PD return to the school and
present the information to their peers. This builds team spirit and creates a culture of
learning together.
Organization-focused solution: Tracking students’ progress. According to
Alberta Education (2009), the staff in a school characterized by a culture of inquiry use
reflective data practices to inform change. Tracking students’ progress is a consistent
way of monitoring it by developing action plans to individualize targets for the students;
it is a standard methodology to evaluate students’ results (Alberta Education, 2009).
Student tracking is linked to improved attendance, better student behaviors, and the
accumulation of credits through course completion (Christenson, Stout, & Phol, 2012;
Sinclair, Christenson, & Thurlow, 2005). Student tracking is also linked to prevention
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and better follow-up with students who struggle at home, deal with specific barriers to
learning, and face social-emotional and/or behavioral challenges (Epstein, 2010).
As I mentioned in Chapter 1, School X does not have consistent tracking and
monitoring practices for students at risk or those who do not complete their course
requirements. The challenge is how to use data to help students who need interventions
(Lehr, Johnson, Bremer, Cosio, & Thompson, 2004). The strategies include targeting
students early in the year to provide additional supports and guide their learning (Lehr
et al., 2004). When students show warning signs of low course completion, behavioral
issues, and poor attendance, early data will help School X to determine which supports
they need.
Tracking students’ progress is a long-term commitment that will require the
support of the leadership to allocate time to track and analyze data at regular intervals.
This solution will require few or no financial resources other than PD. Communication
and collaboration are important components of this solution. An examination of the
assessment data, benchmarking, and anecdotal data will be required to help the staff to
determine each student’s progress at regular intervals. In the context of School X, this
will require a shift in mindset and values because the staff are not used to this process.
Part of my role as an adaptive leader will be to build their collective efficacy by
constantly reassuring them that course completion is important and that their work
supports the students. It is important that they understand the significance of monitoring
students’ progress to create a holistic system of data collection that is student centered,
with a focus on improving student achievement (Reeves, 2009).
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Community-focused solution: Developing community partnerships.
Community partnerships are an important factor in successful course completion. Many
factors that influence students’ behaviors and capacity to be successful in school are
present in the community (Alberta Education, 2009). The solution relies on options
outside those immediately available within the school. Community partnerships are
fundamental because they can offer services that are beyond the school’s scope (Cooper,
2018). Epstein (2010) contended that when the school and outside sources share in the
partnership, they share a responsibility for students and the creation of better
opportunities and programs for them. Manitoba Education (2005) identified other
advantages of community partnerships as improved student achievement, students’
feeling that they are better supported, and positive changes in students’ attitudes toward
education. The many reasons for developing community partnerships include inclusion,
which supports a critical-theory approach in that it requires a way of acting and thinking
that helps everyone to feel valued, accepted, and safe. “An inclusive community
consciously evolves to meet the changing needs of its members” (Epstein, 2010, p. 1).
Second, partnerships help teachers by including other expertise, which aligns with the
development of collective efficacy: “When parents, teachers, students, and others view
one another as partners in education, a caring community forms around students and
begins its work” (p. 1).
The first step will be to partner with the neighboring Indigenous community to
create better school-community relations. The literature has shown that partnering with
Indigenous peoples increases and strengthens the knowledge and understanding of
students and staff with regard to Indigenous culture and their history of oppression

INCREASING COURSE COMPLETION

58

(Doige, 2003; Martin & Mirrabopa, 2003). In turn, it enhances teachers’ knowledge with
regard to how to teach students of a different culture then their own (Epstein, 2010).
Addressing each of these areas will strengthen School X’s academic programs and
engage students more in their own learning.
The second step will be to partner with community services, including Child and
Family Services, Corrections, a resource officer, addictions, and mental health (Calgary
Regional Consortium, 2017). In School X’s context, students struggle with many issues
and social-emotional concerns that make them not ready for learning. Gubi and
Bocanegra (2015) suggested that a leading challenge for teachers is to implement
academic outcomes effectively among diverse student learners. Students from low SES
and social and emotionally challenged families are more likely to face academic
difficulties. In the context of School X, our strategy will be to create a space for outside
resources to work in the school to give the students easy access to the services. Teachers,
leaders, and counsellors will direct the students to many of the services.
To attract and retain community partners, it might be necessary to offer them
financial remuneration for their time and work. The staff at School X are aware that
Elders require compensation or honoraria for their services, and we will need to account
for this expense at the beginning of the year. It might also be possible to recruit
community partners to volunteer their time, even though it is customary to offer an
honorarium or stipend for provided services. Because this solution does not depend
solely on volunteerism, it will have a greater financial impact than the other proposed
solutions will. This solution requires a great deal of time to research and to set up the
contacts.
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Solution comparisons. All of my proposed solutions are strengths based and
feasible within the context of School X. For a full comparison of the resources, benefits,
drawbacks, and links to the PoP, see Appendix D.
Chosen solutions. In this OIP I have chosen shifting teachers’ practice through
self-efficacy and tracking students’ progress as solutions to help students to complete
their courses. Although positive connections and community partnerships are important
to course completion at School X, I must focus on the biggest concern, which is creating
structures to track students and devising action plans to help students and support
teachers. Heifetz et al. (2009) called this an adaptive leadership strategy: “discovering
the joy of making hard choices” (p. 45). Leadership is difficult because it requires
making challenging adaptations and preserving some practices while leaving other things
behind.
Collective efficacy aligns with adaptive leadership and will help me as a leader to
provide the supports that teachers need to change their pedagogy and values and become
confident in their ability to meet all students’ needs effectively. Tracking students’
progress will identify the factors related to low course completion, poor attendance,
behavior problems, and the potential to fail to graduate. Developing early data-driven
processes is a foundational action to address low course completion in that the sooner that
the school staff detect potential concerns, the quicker they will be able to respond to an
action plan (Alberta Education, 2009). Using these two solutions in conjunction will
mobilize and support the stakeholders in the school community to improve course
completion.
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In Chapter 3, I apply the plan, do, study, act (PDSA) model to review the
monitoring and evaluation of parts of the implementation plan in relation to the two
solutions that I have proposed.
Leadership Ethics and Organizational Change
It is essential that I examine leadership ethics throughout this OIP. Burnes (2009)
explained that “an organization’s ethics is embedded in its culture and its culture is
reflected in its ethics” (p. 361). This underlines the importance of analyzing the ethical
ramifications of any new initiative. The implementation of the solution in this OIP
requires that all stakeholders learn new rules, values, and skills.
Leadership ethics refers to the morals and motives that individuals consider
appropriate and to what leaders do and who they are (Northouse, 2016). This includes
respect for the dignity and rights of others, but also the understanding that people do not
universally adhere to moral principles and values. It means, as an adaptive leader, taking
into consideration the values of the workers and organization before making any major
decisions (Heifetz, 1994). Taking an ethical perspective in this OIP is vital to my
discovery of ways to address the inherent issues and ensuring that as a leader I create
what Heifetz referred to as a holding environment or safe space for all stakeholders.
Furthermore, the values that staff within a school hold must reflect the new way
of doing things. As they prepare for change, it is important that they question and
imagine the consequences or impact of the change. The main goals are to empower,
respect, and support students and staff. Transforming the school culture will require a
well-planned approach that includes Starratt’s (1991) three ethics—(a) care, (b) justice,
and (c) critique—as pillars to guide School X.
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Ethic of care. The notions that relationship is key to change and that it is critical
to hear and value all voices guide this practice (Starratt, 1991). Discovering the right
form of caring for each relationship is an essential part of this OIP. Ehrich, Harris,
Klenowski, Smeed, and Spina (2015) affirmed that we must offer care and support to
ensure that we protect the dignity and self-worth of all stakeholders.
Examining the PoP through a critical lens, I see the ethical aspect unfold with the
need to ensure that all students have an equitable education. Ehrich et al. (2015)
explained that ethical leaders focus support and care for those whom the current system
marginalizes. School X is situated in a low SES community where attendance is poor,
the number of mental health cases is high, and students struggle in their home lives. The
two competing value systems, Eurocentric and Indigenous, further complicate the
situation. Eurocentric educational practices have shaped School X and have led to
inequality (Macgill & Blanch, 2013) and the view of Indigenous students as a
disadvantaged minority (Macgill & Blanch, 2013). Eurocentric ways of knowing are still
evident in the conventional Eurocentric curricula, the structural system with regard to
strict timelines, English as the only language taught, and the intergenerational trauma that
still affects students and families today (Battiste, 2015). Our Indigenous students’ low
course completion is a result of these factors (Battiste, 2015). “Having a sense of what is
happening to students as they grapple with the difficult, threatening, and exhilarating
process of learning, constitutes instructors’ primary pedagogic information” (Brookfield
& Outcalt, 2002, p. 34). The ethic of care for our Indigenous students requires a more
holistic approach. School X staff must learn about our students’ lives to foster insight
into how to support and care for them appropriately. An essential ethic of care for our
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Indigenous students is to create a safe space while we build a sense of belonging and
community. Giroux (1997) contended that it is the responsibility of both students to learn
how to work within a Eurocentric school and teachers to learn to adapt their teaching to
meet the needs of our students.
Given the nature of this topic, it is important that we address all students’ needs
with the utmost care and respect and remember that Indigenous students have distinctive
needs that we will need to address in different ways. The staff at School X must
understand how Indigenous students learn best. The Royal Commission on Aboriginal
Peoples (1996) stipulated that “youth that emerge from school must be grounded in
strong, positive aboriginal identity. Consistent with Aboriginal traditions, education must
develop the whole child, intellectually, spiritually, emotionally and physically” (p. 24).
Ethic of justice. An ethic of justice is grounded in critical theory in that it is
concerned with the equitable and fair treatment of all people (Starratt, 1991). This OIP
demonstrates an ethic of justice in making resources and services available to all students.
It is important to facilitate the access to resources when students require help. We must
allocate both financial and personal resources to best serve the students’ needs. Whether
this means facilitating access to a counsellor, principal, vice principal, success coach or
different community partners, it is important that we ensure that our students receive the
supports that they need. This also adds an element of accountability: All school staff
must work together to create “a particular type of environment that enables students to
develop into fully functioning, fair and just human beings” (Ehrich et al., 2015, p. 205).
This means that the staff at School X must do more than just transmit knowledge; they
must also be just, equitable, and caring. By developing the skills necessary to interact
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positively, teachers will feel more confident when they face difficult situations; this will
enhance their sense of efficacy and promote a culture of inclusivity and collaboration.
Another aspect of the ethic of justice is the fact that the participation of the
Indigenous community and their treatment must be ethically based. Ethical
considerations are important in view of Northouse’s (2016) suggestion that adaptive
leadership is follower-centric and involves changing others’ values. We know that the
values and culture are not easily changed. Only through time and understanding will the
connections between organizational improvement and a new plan of action change the
values (Giroux, 1997). Heifetz et al. (2009) recommended three ways to negotiate ethics
within the parameters of adaptive leadership: Examine the potential damage to others,
assess the espoused values and your own self-image, and ensure that the means justify the
end. This OIP depends upon stakeholder involvement and changing values to ensure
critical improvements in course completion. Burnes (2009) suggested that, “instead of
attempting to change behavior by imposition and coercion, what is required is an
approach to change which promotes ethical behavior and allows those concerned to
change of their own free will” (p. 361). If stakeholders do not change their values, then I
need to consider that change might not occur. For it to occur might necessitate
reassessment of the situation.
Ethic of critique. An ethic of critique requires a reflection on current policies
and practices that could uncover exploitation or injustice rooted in the social structures
(Starratt, 1991). To change School X’s culture, as the principal I must question the
system. I need to look at “who makes the laws, who benefits from the law, rule, or
policy; who has the power; and who are the silenced voices” (Stefkovich & Shapiro
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1999, pp. 6-7). Ehrich et al. (2015) explained that the leader’s role is to challenge and
question current practices. As an adaptive leader, for me to take a systems perspective
assumes that many of the problems that the staff face are actually embedded in
complicated interactive systems (Heifetz & Laurie, 1997). It will be helpful to determine
how we can face the problems in a structured way, which will give me insight into the
problem of course completion and how to solve it in a way that will benefit everyone.
Division A has mandated that School X improve the high school completion rates.
With this initiative come other mandates such as increasing Indigenous students’ success
and maintaining fiscal sustainability, which involve sub-initiatives and goals. To
implement change, I must assess the importance of adhering to certain initiatives and be
willing to take a stand by choosing not to focus as much on some of these activities. This
will require an ethic of care for the staff’s well-being. It is also my role to challenge and
question teachers’ practices (Ehrich et al., 2015). The principal as a lead learner is part of
the culture of collaborative learning. By asking the right questions, I will initiate
conversations that will help the staff to grow and stimulate thoughts that will lead to
improvement.
The leader’s role. To remain ethical during change, leaders must build
relationships and empower people. To ensure that students complete their courses, I must
be sensitive to stakeholders’ reactions to change and concerned with the interests of
others (Cawsey et al. (2016). Change sometimes brings resistance. I must take time to
question, reassure, and help people to become involved. To transform School X, the
focus must be on supporting teachers throughout the process. Northouse (2016)
identified several principles of ethical leadership that are important throughout the
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change process: (a) serve others, (b) respect others, (c) manifest honesty, (d) show
justice, and (e) build communities (see Figure 3). These values represent the map and the
tools to put into action the necessary change to increase course completion.
In the context of this OIP, to serve others means to have a concern for the
interests of others, which is also known as ethical altruism (Northouse, 2016). This
ethical responsibility will require that the educators at School X attend to the needs of
students with regard to the low course-completion rates by helping them with one-to-one
interventions and engagement in discussions that put the success of student learning first.
This also means supporting teachers with the necessary PD, team building, and training
to provide them with the tools that they need to help students to succeed. Northouse
contended that leaders have the “responsibility to attend to others, be of service to them
and make decisions pertaining to them that are beneficial and not harmful to their
welfare” (p. 343).

Figure 3. Leadership theory and practice (adapted from Northouse, 2016).
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It is also our duty to respect others. Leaders who respect “others also allow them
to be themselves, with creative wants and desires” (Northouse, 2016, p. 242). An
important tenet of adaptive leadership is the ability to respect others by listening and
being tolerant of and empathetic to opposing points of view (Heifetz et al., 2009;
Northouse, 2016). I must treat my staff in ways that will affirm their beliefs, attitudes,
and values to make them feel competent about the work that they do (Northouse, 2016).
To be ethically just means to be concerned with fairness and justice: to treat
everyone in an equal manner (Northouse, 2016). Shared common goals are essential to
adaptive leadership. For example, the goals of School X are to ensure that all students
receive a quality education that is both equal and fair, as well as to ensure that all
organizational stakeholders at School X, including students, staff, and community
members, have an opportunity to share and be heard.
“To be a good leader, one must be honest” (Northouse, 2016, p. 245). When we
implement the intended change plan at School X, I must promote a sense of honesty
among all of the organizational members and stakeholders. Ensuring that these
relationships thrive requires a strong emphasis on trusted, ethical leadership and a sense
of honesty (Northouse, 2016), and being forthcoming about my values and expertise will
strengthen the process.
To build community means to empower individuals to achieve a common goal
(Northouse, 2016). In this OIP I will encourage the stakeholders to achieve the goal of
improving student achievement by increasing course completion. In my role of principal
I am committed to building a community of students, teachers, and local community
members who are valued, respected, and believed in throughout the change process. Part
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of my drive with this OIP is to bring people together to achieve the goal of increasing
course completion, because relationships will be key to the progress and success of the
change plan.
Chapter Summary
In Chapter 2, I defined a leadership approach and a framework for leading the
change process. As an adaptive leader I will drive the change to improve course
completion by shaping values, framing the change, and considering my role of leader in
the change process. Furthermore, I have elaborated on an adaptable, co-constructed plan
for change and a strong plan for communication. I established the framework for change
by referring to Cawsey et al.’s (2016) change path model. The main advantage of this
model is that it is easy to follow, takes into consideration the reality of the school, and
reflects a critical perspective. To identify gaps in the change process and determine what
needs to change, I conducted a critical organizational analysis by using Nadler and
Tushman’s (1999) organizational congruence model. Later, I explored four solutions to
improve course completion: student focused, teacher focused, organization focused, and
community focused. Finally, I analyzed the ethical considerations and my role of leader
in preparation for the next chapter, which focusses on the implementation, evaluation,
and communication of the plan for change.
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Chapter 3: Implementation, Evaluation, and Communication
In the previous chapters of this OIP, I outlined the organizational context and
vision for change. To deepen my analysis of change, I used adaptive leadership and a
critical theoretical lens to view the implementation of the change. I also used Cawsey
et al.’s (2016) change path model to approach the change and propose solutions to
increase the course-completion rates of all students. In this chapter I apply previous
knowledge to develop a change implementation plan, communicate the process, and
define a process to monitor and evaluate the change process. Last, short-term, midterm,
and long-term goals will help to develop clear guidelines to ensure a successful change
implementation.
Change Implementation Plan
Cawsey et al.’s (2016) change path model of awakening, mobilization,
acceleration, and institutionalization will guide the implementation plan and action steps
for this OIP. I discuss the PDSA cycle of the institutionalization stage to deepen the
understanding of the monitoring and evaluation process. For an overview of School X’s
change implementation plan, including the goals, stakeholder responsibilities, and
timeline, see Appendix E.
Awakening. Cawsey et al. (2016) explained that the change process does not
begin until people understand the need for change. It is therefore important that as an
adaptive leader I use my skills to generate hypotheses about the root problems. Heifetz
et al. (2009) called this diagnosing the system. This will require the achievement of two
short-term goals within the first two months of the new school year that will involve
examining the structure, culture, and challenges within the school (Heifetz et al., 2009)
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and looking at people’s priorities, beliefs, habits, and loyalties, while also examining the
internal and external data and communicating my vision for the change.
Engaging others in understanding the need for change. Cawsey et al.’s (2016)
awakening stage involves addressing the need for change by examining the internal and
external data. I used Nadler and Tushman’s (1999) congruence model to diagnose and
guide the process of determining the need for change by exploring the gap between the
current and envisioned states with regard to increasing course completion. To validate
the need in this stage of the implementation process, I will share evidence of low course
completion from the Accountability Pillar Survey (Alberta Education, 2019a) and present
a chart that will show the parents, students, and staff as the key stakeholders in the
change process the number of incomplete courses from Grade 10 through Grade 12. For
example, twice per year the school and district use the Accountability Pillar Survey to
gather data on students’ completion rates, as Alberta Education recommended. These
survey results can help parents, students, and staff to identify areas for improvement and
help the school to improve the quality of education for students. In meetings with the
Parent Council, with students by grade level, with the school’s Students’ Voice
Committee, and with staff during staff meetings, I will gauge their perceptions of the
data. As the principal, I will document these perceptions in Google Docs and later share
them with all stakeholders.
Analyzing the survey data and stakeholder perceptions will further enable the
staff to choose strategies for change (Linsky & Lawrence, 2011). The teachers will track
students by using a shared Google document to record how many students, which
students, and in which courses students are struggling academically or social/emotionally.
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Establishing and communicating the vision. Cawsey et al. (2016) affirmed that
“the vision for change clarifies the road ahead” (p. 120). The primary vision of this
change plan is to ensure that all students at School X complete their course requirements.
From a critical perspective, we will not mandate this vision but develop it as a collective
with all students’ needs in mind (Senge, 1990). As I discussed in Chapter 1, the staff of
School X have spent time developing a vision for student learning. With a better
understanding of the elements of the organization’s context, culture, and readiness, we
will begin to accept the need for change, the vision for School X, and our commitment to
action (Cawsey et al., 2016). This process will involve what Cawsey et al. called bottomup visioning, which involves a staff-centered approach. The downfall is that it is time
consuming; however, it will be valuable in aligning the school’s vision for change. If we
approach it properly, the vision will mobilize and motivate people (Nanus, 1992; as cited
in Cawsey et al., 2016, p. 121). Adaptive leadership supports this approach; Heifetz et al.
(2009) recommended that people not develop it alone, but engage in solutions with
stakeholders based on the idea that joint learning works best. The staff will work
together to define a new vision during the first couple of division-assigned collaboration
days.
Mobilization. Cawsey et al. (2016) advised educational leaders to leverage
existing systems and structures to achieve the change vision. This stage requires two
short-term goals that we will achieve within the first semester: engaging stakeholders in
multiple discussions about power structures and cultural dynamics and determining
stakeholders’ acceptance. Lewis (2019) contended that including more voices and
engaging in more information assessment and knowledge creation diminish the odds of
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selecting a favored existing alternative. As an adaptive leader in this change process, I
will engage with people to achieve better outcomes (Galuska, 2014) because
collaborative groups create better ideas (Brooker, 2010).
Understanding power structures and cultural dynamics. According to Cawsey
et al.’s (2016) mobilization stage, change leaders need to understand and recognize the
dynamics, culture, and people within the organization. Adaptive leaders recognize the
past history of staff and its impact on progress (Heifetz, 1994). A stakeholder analysis
will provide me with tools to use throughout the change process to better understand the
key forces at play in School X that impact the stakeholders. A clear understanding of the
key players and their perspectives and needs will make the implementation easier
(Cawsey et al., 2016). This process will involve what Cawsey et al. described as
assessing whom the change will affect, who needs to change their behavior for change to
occur, and who is critical to the change process. As the change leader I will need to focus
on the key influencers of these people. I will engage school staff by listening, observing,
and having focused discussions, either one-to-one or in groups. Cawsey et al. discussed
three ways to assess a culture: by observing (a) the artifacts: the structures and processes
in the school; (b) the espoused beliefs and values: the school vision, mission, and
strategies currently in place; and (c) the basic underlying assumptions: the group’s
perspectives and how the members think about the world. Cochran-Smith (2010)
recognized that what teachers say and do not say, what they teach, and how they act and
react have a great influence on society: not only the structures, but also the impact of
change on the recipients. In this OIP it is important that I understand how the teachers
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respond in and out of the classroom, as well as their perspectives and values with regard
to enacting change.
Stakeholders’ acceptance of change. Trust is key to the success of any change
initiative and acceptance of the change (Lewis, 2019). A key tenet of adaptive leadership
is the development of trusting relationships with teachers, support staff, students, and
parents to smoothly accelerate the acceptance of the change (MacBeath, 2005).
According to Hargreaves and Fullan (2012), building a culture of trust also supports
collegial environments in schools, which in turn supports the cultures in which it is
acceptable to share vulnerabilities and work collaboratively to seek solutions to complex
problems such as the lack of course completion. Trust, transparency, and involvement
further increase the acceptance of change (Cawsey et al., 2016). People want to know
what is going on, how things are progressing, and how the change will affect them.
Collaborative planning allows people to take ownership of the plan, to make it a living
document that grows and changes during its implementation. It is not the leader’s plan; it
becomes everybody’s plan. Creating opportunities for everyone to have a role in the
organization increases the chances of the change being successful (McMahon, 2003).
As I discussed in Chapter 2, the Readiness for Change Questionnaire (Cawsey
et al., 2016) determined that staff are open to change but will require support through the
process. As a leader I will move people along the several phases of an adoption
continuum: being aware, being interested, wanting and moving to action, and adopting
the change (Cawsey et al. (2016). Different stakeholders will be at different points along
the continuum, which means that I will need to use different methods to move them along
the way. The first step will be to generate conversations, which will involve Heifetz’s
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(1994) adaptive leadership model of sharing responsibility, listening, and valuing
independent judgement. I will meet with the staff members individually to discover their
needs, wants, opinions, and perceptions of the change; and I will ask for their feedback
(Cawsey et at, 2016). Then I will move into the interest phase by targeting how the
change will affect the stakeholders. I will involve groups in discussions about course
completion and ask them to analyze the benchmark data of their courses. Desiring action
and moving to action might require connecting with staff who are already on board with
the change and further supporting them along the way, which could also mean devoting
resources and PD opportunities to reinforce the adoption (Cawsey et al., 2016).
Acceleration. The acceleration stage, which involves putting plans into action
(Cawsey et al., 2016), has three steps with both mid-term and long-term goals and will
take two years or more to complete. In Chapter 2, I proposed two solutions: (a) using
data strategically to track students’ progress effectively and (b) shifting teachers’ practice
by promoting collective efficacy. Although the staff of School X could employ
numerous strategies to actualize these solutions, the focus will be on a strategy that best
fits the school’s context. Engaging in a more holistic approach by incorporating both
solutions will improve course-completion rates and the teachers’ ability to include all
students.
Tracking students’ progress. My role as an adaptive leader requires my
willingness to explore new approaches persistently (Heifetz & Laurie, 1997). At
School X we will focus on changing the structures and processes for tracking students by
following a PLC model. PLCs will help School X to develop the capacity to offer
specific strategies and structures to advance the process of increasing course completion.

INCREASING COURSE COMPLETION

74

“Professional learning communities (PLCs) are being recognized as effective in
improving teacher collaboration and student achievement” (Hallam et al., 2015, p. 193).
Monitoring and tracking students’ progress will help to identify those at risk for academic
failure (Deno, 2003).
PLCs encourage people to act and focus on using data to support student learning
(DuFour, DuFour, Eaker, Many, & Mattos, 2016). According to DuFour et al., random
actions do not help staff to work together; the challenge is to find focused actions that add
to the goal of improved learning for all students. Through a critical lens, this means
fostering equal participation and responsibility for all (McMahon, 2003).
A significant step in ensuring systematic and continuous tracking of students is
defining the roles of the staff (see Appendix F for the role descriptions). Organizing
collaborative teams of staff members, asking them to analyze student data, slotting
students into learning groups, and developing interventions are not enough. The
collaborative teams need to know what kinds of interventions are available, who they can
approach for those interventions, and the specific steps to use them. School X will use a
PLC model to guide the change process.
Step 1. Step 1 is to define a clear and compelling purpose for the change (DuFour
et al., 2016), which requires building consensus. “No one person can lead a complex
change process until it is anchored in to the organization’s culture by gaining support of
all the staff members” (p. 23). DuFour et al. contended that the purpose must be
co-created, not sold, to engage others. We will first develop a small cadre of staff
members to serve as a guiding coalition. DuFour et al. would call them “opinion
leaders—people who are so knowledgeable, respected and trustworthy that their position
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has a major influence on the rest of the group” (p. 27). As an adaptive leader, I will work
with the guiding-coalition members to build consensus on the school’s mission to ensure
learning for all, and I will secure them as allies and champions of the new mission.
According to DellaRovere (2014), this involves “forming coalitions with like-minded
individuals to build capacity to better serve their school communities” (p. 18), through a
critical lens. The guiding coalition will consist of lead core-subject (mathematics,
science, social studies, English, options, and success coach) teachers, at least one support
staff member, and an administrator (vice principal or principal), who will guide the
process.
Step 2. I will task the guiding coalition with building consensus among the whole
staff. This process “requires conversations, not presentations, dialogues not monologues”
(DuFour et al., 2016, p. 28). This is the first step to share knowledge among the staff
members. A key step in any effective improvement process is an honest assessment of
the current reality. DuFour et al. noted that “educators will find it easier to move forward
to where they want to go, if they first agree on where they are” (p. 22). At School X this
will mean reviewing the Accountability Pillar data (Alberta Education, 2019a),
OurSCHOOL Survey (Learning Bar, 2019), class mark-books, and other school data to
gather evidence of the current levels of learning. The more time that we spend increasing
our shared knowledge, the more effective, faster, and more committed the action will be
later in the change process (DuFour et al., 2016; Hallam et al., 2015). How will we know
when we have arrived at consensus? We will know when everyone can embrace,
endorse, live with, and agree on the proposal.
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Step 3. In step 3, I will ask the staff to describe the school that they hope to
create. DuFour et al. (2016) identified several necessary questions: “Why does our
organization exist? What are we here to do together? What exactly do we hope to
accomplish? How will we know this is making a difference?” (p. 37). We will move
School X beyond writing mission, vision, and values statements that drive the workings
of the school toward aligning our practices accordingly.
Step 4. Step 4 involves building a collaborative culture. At this point the staff
will have been assigned to teams, have time for collaboration on their contractual days,
and have had training to assist them as they begin the challenge of working together. The
training will be in the form of PLC workshops and involve the new TQSs (Alberta
Government, 2019b). According to DuFour et al. (2016), “The fact that teachers
collaborate will do nothing to improve the school” (p. 59). In the context of School X it
is not whether we will collaborate, but on what we will collaborate. DuFour et al.
emphasized that “the purpose of collaboration—to help more students achieve at higher
levels—can only be accomplished it the professionals engaged in the collaboration are
focused on the right work” (p. 59). This involves focusing on what drives the work at
School X, which includes the questions, What do we want our students to be able to do?
Have we identified the essential knowledge and skills that students need? How will we
know whether students are completing their courses? Are we gathering evidence of
student learning? How will we respond when students do not complete their courses?
Can we identify students who need extra time and support? How will we extend the
learning of students who are completing courses? Can we identify students who have
achieved their course requirements (DuFour et al., 2016)?
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A significant part of this phase is to ensure that the staff have the supports and
resources they need to be successful, which will be in the form of a common vocabulary,
a consistent understanding of the processes, templates, tools, protocols, training, and PD
opportunities.
Step 5. In step 5 the teams will assume a results orientation. DuFour et al. (2016)
recommended that collaborative teams establish strategic, measurable, attainable, resultsorientated, and timebound (SMART) goals that align with the school’s and district’s
goals to drive the academic assessment of students and identify who needs extra supports.
The teachers on the core subject teams will analyze students’ marks,
benchmarking data, and behaviors, including class engagement. They will group the
students who do not complete their courses, identify the courses and specific curricular
outcomes of each course that are challenging, and then identify possible supports in the
classroom, such as one-to-one support with a teacher or educational assistant and/or extra
time. They might need to adapt the content by including fewer questions or a vocabulary
list. The teachers on the core subject teams will review the data on a two-week cycle to
determine whether the in-class and outside-of-class interventions are working. Once a
week the guiding coalition will meet to discuss the analyses of the core-subject teams and
create opportunities to support students further. This will also open discussions on areas
in which the teachers are struggling and require supports.
Shifting teachers’ practice through collective efficacy. It is important to build a
culture of collective efficacy to sustain motivation and create an environment of constant
learning. Teachers’ belief that as a group they can make a difference will support and
sustain the implemented change (Tschannen-Moran & Barr, 2004). Again,
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communication and a focus on followers are important elements for adaptive leaders to
remember. Professional dialogue will help the teachers to expand their practices. The
literature has shown that PD supports school improvement and reform initiatives and
improves student outcomes (Creemers, Kyriakides, & Antoniou, 2013). Understanding
the problem of course completion and generating appropriate solutions requires learning
(Glover, Friedman & Jones, 2002; Heifetz, 1994; Jayan, Bing, & Musa, 2016). To direct
the supports, according to critical theory, the staff must learn how to focus their efforts on
the right areas by valuing their own expertise and taking charge of their own PD (Liu,
2015). School X’s focus of PD on PLCs and TQSs (Alberta Government, 2019b) will be
a long-term goal.
Step 1. The focus in Year 1 will be on building a collaborative approach. Fullan
and Quinn (2016) “recognize that finding solutions from complex problems requires the
intelligence and talents of everyone” (p. 22). A PLC model guides the direction of
collective efficacy by promoting a shared purpose and action, a clear strategy for
achieving goals, and structured processes to support the collaborative work (Fullan &
Quinn, 2016). It also follows many of the same tenets as Cawsey et al.’s (2016) change
path model: ensuring a clear and compelling purpose, communicating effectively, and
celebrating successes (DuFour et al., 2016). Other tenets include those linked to
Heifetz’s (1994) adaptive leadership, which calls for the development of relationships.
These principles will help the PLC team members to engage in collective inquiry and
learn how to learn together (DuFour et al., 2016).
Step 2. School X will form specific collaborative groups (course specific) with
the purpose of establishing norms and protocols to stay focused, access research, answer
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questions, and serve as critical friends to focus on ways to use best practices and learn
new practices (Fullan & Quinn, 2016). To work effectively as a group, the participants
must be able to listen, disagree, and share ideas while also creating a space where the
teachers can critically evaluate their own curricula and pedagogical efforts to ensure more
effective and relevant teaching (Blumenfeld, Marx, Soloway, & Krajcik, 1996). In
School X the teachers frequently work alone in their classrooms, and gathering them as a
group will not guarantee that they will be able to learn together cooperatively because
educators often need training and information to become effective team members
(Northouse, 2016). The next step outlines supporting ways to help teachers to collaborate
effectively.
Step 3. Donohoo (2017) outlined six enabling conditions for collective efficacy
that School X will follow:
1. Advanced teacher influence: As an adaptive leader, I will give the teachers
opportunities to take part in schoolwide decisions by inviting them to Parent
Council meetings and asking for their input on school initiatives, including
this one. Heifetz et al. (2009) called this adaptive leadership strategy
“building leadership capacity” (p. 104).
2. Goal consensus: The teachers will work to reach a consensus on our goals.
Donohoo (2017) contended that teachers’ meeting this condition has a direct
impact on student achievement. As an adaptive leader, I will nurture the
shared responsibility of the organization to create opportunities for the staff to
share ideas and insights (Heifetz et al., 2009).

INCREASING COURSE COMPLETION

80

3. Teachers’ knowledge about one another’s work: The teachers will work
together and share resources. This step will require that, as an adaptive leader,
I create opportunities for this work and model the practice by sharing my
work with them (Heifetz et al., 2009). Donohoo (2017) asserted that teachers
gain confidence in their peers’ ability to impact student learning when they
have more intimate knowledge of each other’s practice.
4. Cohesive staff: Donohoo (2017) defined cohesion as the degree to which
teachers agree with each other on fundamental educational issues. A vital
component of cohesion is trust. School leaders who create bonds of trust
create the conditions that inspire teachers to move to higher levels of effort
and achievement (Tschannen-Moran & Gareis (2015). My goal will be to
gain trust by demonstrating four aspects of adaptive leadership: (a) reliability:
following through on decisions and promises; (b) competence: demonstrating
my ability to do the job; (c) open sharing of information, the exertion of
influence over organizational decisions, and professional discretion; and
(d) honesty in my interactions with the teachers (Tschannen-Moran & Gareis,
2015).
5. Responsiveness of leadership: This conditions aligns with adaptive leadership
in that it results in a safe space for staff. As the leader at School X, I will
show concern and respect for my teachers and protect them from issues that
detract from their teaching time and focus.
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6. Effective system of intervention: Donohoo (2017) described this as the
intervention of help. At School X this will involve ensuring that all students
are successful through better tracking and action-plan processes.
As Donohoo (2017) emphasized, cultivating collective teacher efficacy is a timely
and important matter that should be at the forefront of my change plan to increase course
completion. Focusing on Donohoo’s six enabling conditions is a step toward realizing
the possibility of collective teacher efficacy in School X.
Institutionalization. The institutionalization stage of Cawsey et al.’s. (2016)
change model will require intensive monitoring and evaluation of the change to ensure
that the steps and actions work. This will be a long-term, ongoing process that will
involve many conversations and multiple check-ins. I will describe the
institutionalization stage in more detail in the section on change-process monitoring and
evaluation.
Potential implementation issues and limitations. We must consider possible
implementation issues to accomplish the goals of this plan. A potential issue is the fact
that the plan requires a significant amount of PD, particularly on Indigenous worldviews.
Because no one currently in School X has expertise in Indigenous culture, we need to
identify people who do and can guide us through this process. This step might take more
time than we anticipate, but because time is an issue, we might need to adjust the
implementation timeline. This aligns with the tenets of adaptive leadership of being
flexible, agile, and versatile (Yukl, Mahsud, & Yukl, 2010).
The issue of money might also arise. School X follows a centralized funding
model, with strict restraints on the use of money for PD. For the past two school years
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the division has assigned no money for PD, and School X has had to be very creative in
its delivery, which has included a search for free sessions and staff members’ delivery of
PD in their areas of expertise to others. Should money become a concern, as the principal
I will consider redistributing the resources within the school’s centralized model. Other
considerations include the location of PD, the use of substitute teachers, internal
coverage, and accommodation costs for PD.
Another concern is that the new course-completion strategies will reduce the
provincial achievement-test and diploma-exam marks. Teachers’ uncertainty about how
the new strategies could deter some teachers from trying to change their teaching
practices or implementing changes is a problem.
Another possible concern is that we will not see significant changes in the
completion rates or be able to sustain the improvements for a few years. Collaborative
partnerships are essential factors in successful high school completion, and the possibility
that the results will not change for a period of time could deter stakeholders from
continuing the process. Reassurance that a decline is acceptable at the beginning of any
change and the maintenance of stakeholders’ commitment are essential.
We will also need to consider the limitations in Cawsey et al.’s (2016)
acceleration stage to determine which change steps we must take to advance the plan.
One limitation of this change plan is that the results rely on the outcomes of the
Accountability Pillar Survey (Alberta Education, 2019a). A possible solution is teachers’
continual monitoring of students’ progress by creating benchmarks and school-developed
assessments to avoid having to wait until the end of Grade 12 to determine whether
students will complete high school. Constant assessment and evaluation of student data
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will ensure students’ success. If they are not successful, we will need to develop
interventions to meet their needs.
Change-Process Monitoring and Evaluation
With the implementation of a change plan, it is essential that we have ways to
monitor and evaluate the progress of the adoption of the desired change within the
organization (Cawsey et al., 2016). The PDSA model is designed to help the staff of
School X to adapt their plans based on the data that they collect to meet their
professional-learning needs and support the needs of students more precisely. The PDSA
cycle is meant to be repetitive: The monitoring and evaluations in one cycle should
inform the planning for the next cycle (Taylor et al., 2014). It is difficult to predict how
long each stage will take and unlikely that we will achieve institutionalization in the first
year. We will need to revise the timelines for each stage of the change process model as
the change unfolds. For this reason, as an adaptive leader in this OIP, I must remain open
and responsive to change, encourage input from all stakeholders, and build commitment
(Heifetz et al., 2009). The first step (plan) is to develop a plan with clear outcomes, the
second step (do) is to implement the changes and collect data, the third step (study) is to
analyze the data, and the fourth step (act) is to reflect, decide on new actions, and
perform them, taking into consideration the next PDSA cycle. Figure 4 summarizes the
PDSA cycle for this OIP.
Plan. The first step of the PDSA cycle is to plan for an initial test and remind all
stakeholders of the focus—what we are trying to accomplish. The goals are to identify
the need for change, articulate the gap between the present and the preferred future state,
and develop and share a vision for the change. We must clearly define the change, break
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Figure 4. PDSA model (adapted from Crowfoot & Prasad, 2017).

it into attainable milestones, and ensure that all stakeholders understand for it to become
reality. Clearly defining the existing inequities and their impact on student learning will
help School X’s staff to better understand the dynamics at play (DellaRovere, 2014).
Moen and Norman (2009) recommended that leaders document their observations
and track the effectiveness of the change initiative while they implement the change. As
an adaptive leader, I will institutionalize reflection on what we have discovered and
modify the implementation plan based on the analysis of the data that we collect during
the implementation (Heifetz et al., 2009). Cawsey et al. (2016) developed two
measurement tools that I will use throughout to assist with planning, deploying, and
making refinements. I will use the first tool, a strategy map as a visual representation of
the action path and end state (Cawsey et al., 2016). The guiding coalition and I will
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develop the strategy map, which will visually represent each stage of the PDSA for all
stakeholders, including what we are proposing, why, and how all staff can contribute to
the outcomes. A strategy map is a good adaptive-leadership method that will enable us to
take a prescriptive approach to change (Heifetz et al., 2009). For an example strategy
map for School X, see Appendix C.
The second tool, the DICE model (Cawsey et al., 2016, pp. 372-373), will help to
predict the success of our change initiative. I will begin by examining the duration and
frequency of our review of the change plan. Integrity in the DICE model refers to a
leader’s skills, credibility, and focus on motivating a team to implement change.
Commitment refers to how regularly as a leader I reinforce the need for change. Effort,
the final factor in the DICE model, refers to the staff’s effort to implement the change
plan (Cawsey et al., 2016). This model will be useful in assessing the risk and
identifying areas that need work throughout the change process. Heifetz et al. (2009)
noted that the role of an adaptive leader is to maintain focus on the change. Using this
measurement at each stage of the PDSA will ensure that our tracking processes are
consistent and that we follow through with our goals and priorities.
Do. The do stage of the change plan requires that the stakeholders test the theory
and observe it in action. Teachers will subject the theories to a trial or create and begin to
enact an action plan for semesters 1 and 2 of the 2020-2021 school year. Our school will
implement the change plan as I have outlined it. As an adaptive leader, I will mobilize
the system (Heifetz et al., 2009) by consulting teachers and developing a PLC to drive the
implementation and the recommended changes to improve students’ engagement in the
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completion of their courses. The guiding-coalition and core-subject teams will monitor
the progress and develop an outline of the division-allotted collaboration days.
One person on the guiding coalition will record the findings, and the guidingcoalition lead teachers will present the data from their teams. Cawsey et al. (2016)
advised change leaders to collect two kinds of data: hard and soft. The core-subject team
members, the guiding coalition, and I will collect the hard data from the core-subject
teams, which will include the number of courses that the students complete in each class,
a compilation of students’ marks and attendance, and the course benchmarks. I will
record the students’ and staff’s survey responses by using a Google form. I will show
what Heifetz et al. (2009) called “determining the ripeness of the issue” (p. 126) by
sharing the Accountability Pillar (Alberta Education, 2019a) data and OurSCHOOL
Survey (Learning Bar, 2019) in the form of a presentation over several staff meetings.
Within each core-subject team, the teachers will track the results and specific actions by
using a Google Doc template (see Appendix G).
The document will identify the targets, the required steps to meet them, our
progress, and areas for refinement. All members of the core-subject team will make
observations, and one person will coordinate and record the feedback in the document.
This shared messaging will inform the guiding coalition, school leaders, and all staff on
the process. A record of both the anecdotal and the formal feedback that both teams
receive will help to plan future cycles. We will use an anecdotal and formal feedback
chart to work with students whom we have identified as needing more supports (mental
health, behavioral, attendance). The learning support team will also use this document to
take actions (see Appendix H).
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Soft data are intuitive information gathered from observations and conversations
with critical stakeholders such as students, parents, teachers, and support staff.
Observations and conversations at the school, workshops and presentations, and
telephone calls and e-mails from educators and administrators are other forms of soft data
that the vice principals and I will collect in a spreadsheet to monitor the progress. The
guiding coalition will meet once a week after school and present the accumulated hard
and soft data and the success points along the strategy map to the staff, students, and
Parent Council once a month and ask these stakeholders for input and feedback. As well,
the guiding coalition will identify areas of PD that are required to advance the change
process and ensure that the staff are equipped with the skills that they need.
Throughout the process of change, our priority will be to make our data collection
systematic by creating specific targets for our students. DuFour et al. (2016) identified
this characteristic of PLCs as results orientation. To focus on the results, the team must
have a solid plan for monitoring and evaluating the achievement and anecdotal data. The
team will be more effective when the members understand how their goals and efforts
align with those of the school (Druskat & Wolff, 2001). Cawsey et al. (2016) argued that
measurements matter: What is measured can affect the direction, content, and outcome.
Study. Because the study stage of a PDSA cycle involves examining the results,
near the completion of the first cycle, which might take three months, the students and
teachers will complete a short survey to determine whether tracking students’ progress by
following a PLC model is working. The students will answer questions such as, “Are
you completing your courses?” and “Are you being supported in your course completion?
If so, what does that look like?” The teachers will answer questions such as, “What has
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the impact of this change plan been?” “Are students completing course requirements?”
“What do supports look like in and out of the classroom?” “Do you think the supports are
working?” and “Are you receiving the supports and PD that you need?” The answers
will help us to gauge the progress of the process. The core-subject teams will also review
the data that they collect from their own classes, as well as the mark-book data. Another
data source is the Accountability Pillar (Alberta Education, 2019a), which we generally
receive in October and May each year, as well as the OurSCHOOL Survey (Learning Bar,
2019), which students complete twice per year.
As an adaptive leader, I will support teachers by “nurturing a shared responsibility
for the organization” (Heifetz et al., 2009, p. 168) and helping the core teams to collect
and analyze data. In the students’ results, they will note any surprising outcomes or areas
that need refinement. They must not dismiss unexpected results that might identify
factors that they had not previously considered. The guiding coalition will discuss the
refinements or areas of surprise and consider a new plan. During this phase each team
will also identify the factors that should not change. Some strategies or structures will
remain in place if they are successful. The team member who records the feedback will
also keep a record of the successes, and the team will consider how to replicate these
successes. For instance, if a particular group of students has successfully completed the
course requirements, the team members will examine the reasons for that success to
benefit future cycles.
Act. Cawsey et al. (2016) defined the act stage of the PDSA model as a way to
develop and deploy new processes if required. During the act phase each core-subject
and guiding-coalition team, in consultation with the leadership, will determine which
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aspects of the plan they will need to change in future cycles. It will be important at this
stage to refer to the strategy map and DICE model to align efforts, identify gaps and
missing objectives, and assess risks (Cawsey et al., 2016).
We might need to alter the plan in several ways, such as modifying each team by
adding or removing members or adjusting their roles. Teachers or other staff might
require additional support. We can adjust the communication plan to improve future test
cycles, but the change team cannot foresee every variable, and unanticipated problems
will arise. At this point each team will make an adjusted plan and enact a new cycle.
To summarize, the PDSA model will enable School X staff to assess the progress
of the implementation plan, adapt their plans and timelines based on the collected data,
and quickly meet the emerging professional learning and support needs of the students.
DellaRovere (2014) explained that those who “engage in critical learning can open their
eyes to examining all school-related functions and interactions” (p. 15). As an adaptive
leader, my role is to help others to explore and change their values (Heifetz et al., 2009).
For a summary of monitoring and evaluation for School X, see Appendix I.
Plan to Communicate the Need for Change and the Change Process
To implement successful change, it is important to establish clear and transparent
communication. This section focuses on why communication is important to increase
course completion and how we will communicate the change to stakeholders. Lewis
(2019) believed that effective communication is the center of a change strategy and that
insufficient communication can lead to failure. Elving (2005) highlighted that poor
change communication can result in resistance, rumors, and a negative overall change
experience, which emphasizes the significance of clear, transparent communication. This
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is consistent with the adaptive leadership approach that I have described in this OIP,
which focuses on providing direction through clarity, order, and certainty (Northouse,
2016).
Northouse (2016) also pointed out that a particular strength of an adaptive leader
is the ability to protect the voices from below: “This means adaptive leaders have to
cautiously listen and be open to ideas of people who may be at the fringe, marginalized,
or even deviant in the group or organizations” (p. 271). This change plan contains
multiple forms of communication and demonstrates the importance of frequent
communication and feedback with everyone (see Figure 5).

Figure 5. Communication plan (adapted from Cawsey et al., 2016).

Collins (2001) and Pfeffer and Sutton (2000) noted that powerful communication
is simple, succinct, and repeated. In this section I follow Cawsey et al.’s (2016) four
phases—“(a) prechange approval, (b) creating the need for change, (c) midstream change
and milestone communication, and (d) confirming/celebrating the change success”
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(p. 320)—to outline the change communication plan to improve course completion at
School X.
Prechange approval. Prechange approval is required for the proposed change to
improve course completion at School X. Cawsey et al. (2016) explained that prechange
approval involves gaining the support of the top management and aligns with Cawsey’s
awakening stage. As of September 2020, our school division will have a new
superintendent, and division priorities could change. It would be wise to ask the new
superintendent for permission to move ahead with the change plan to improve coursecompletion rates by arranging an in-person face-to-face meeting and a PowerPoint
presentation on why course completion is a concern, what solutions School X will enact,
and how we will progress.
The change process will begin at the onset of the school year, which is generally a
time of optimism and renewed engagement. This aligns with the critical-theory
perspective on concern with human happiness (Liu, 2015; Shor, 1992) and the need for
adaptive leaders to value platforms for support and build on them (Heifetz, 1994). The
most favorable time to start the process is at the beginning of the year because staff
motivation is generally high, and it will encourage new staff at the school to participate in
activities outside the classroom. The second step to ensure effective communication is to
make the staff aware of the need for change.
Creating the need for change. This step of the communication plan aligns with
Cawsey et al.’s (2016) awakening and mobilization stages. They emphasized the need
“to explain the issues and provide a clear, compelling rationale for change. If a strong
and credible sense of urgency and enthusiasm for the initiative isn’t conveyed, the
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initiative will not move forward” (p. 321). Cawsey et al. used the example of enhancing
awareness through education and the communication of comparative data. First, it is
important to make everyone aware of the gap between the present state and the desired
state. Second, as the leader, I will send the message that the staff of School X have the
individual and collective efficacy to make this change a reality (Armenakis, Harris, &
Mossholder, 1993).
The staff must be involved in every step of the change process to fully understand
what it takes to increase course completion. As an adaptive leader, I will be available to
answer questions and provide additional information when required. Face-to-face
communication “clarifies ambiguities, and increases the probability that the sender and
receiver are connecting appropriately” (Klein, 1996, p. 35). I will present information in
the form of a PowerPoint presentation during a staff meeting and show data on the low
completion rates from the Accountability Pillar (Alberta Education, 2019a), the low
course-completion data from PowerSchool (the school’s marks program), and evidence
of low school engagement from the OurSCHOOL Survey (Learning Bar, 2019). I will
further reinforce the need for change by informing the staff on the number of students
who face adversity and the number of supports that they require.
With regard to the message, it is important that the school staff believe that we
can increase our course-completion rates. Tracking students’ progress and the collective
efficacy of the teachers will reveal strategies to help us to understand, recognize, and
appropriately respond to students who are frequently absent, whose credit accumulation
is low, and who are failing to complete courses. As I noted in Chapter 1, students who
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complete courses will be able to graduate, which will improve their lives significantly. It
is therefore important that we create the conditions for success.
The second part of the message will “build on the teams’ confidence, in that they
have the capability to correct the gap” (Armenakis et al., 1993, p. 692). Building selfand collective efficacy makes it possible to increase course completion. If as a collective
we believe that this desired state can occur, we have a better chance of attaining the goal
of increased course completion.
Midstream change and milestone communication. As change unfolds, the staff
will need specific information on the future plans (Cawsey et al., 2016). Regularly
planned analysis and communication of student and school data are essential to identify
trends, contributing factors, and steps to improve course completion (Alberta Education,
2009), which aligns with Cawsey et al.’s acceleration stage. This part of the change
communication plan is perhaps the most essential because it will relay the progress of the
change to ensure ongoing communication and feedback. Goldring and Berends (2009)
explained that sharing the targets by analyzing data, reflecting critically, and having
conversations will help the staff to identify the key indicators of improved course
completion.
According to Klein (1996), a key factor in effective organizational
communication is the use of opinion leaders. My role as an adaptive leader will be to
give work back to staff (Heifetz et al., 2009). Empowering the guiding coalition to
respond creatively to the need for change will make our progress towards the desired
change evident. The empowerment of strong leaders will guide the work to make our
school’s education system inclusive to meet all of our students’ needs. The guiding
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coalition will provide the staff with updates on the progress and identify ongoing needs or
gaps. Cawsey et al. (2016) explained that during this phase change leaders must have an
idea of any misconceptions or rumors about the change process. Open and regular
dialogue will ensure that all stakeholders engage with and understand the change, and the
leaders will be able to dispel the myths, reflect upon the progress, and make adjustments
as required. Klein noted that an advantage of face-to-face communication is the ability to
pick up on nonverbal clues. Regular dialogue in a public forum, such as at staff meetings
or PD sessions, will make it possible to gauge the level of interest and identify issues of
engagement by considering the staff’s verbal and nonverbal cues. Klein also emphasized
that repeated messaging about the desired change is fundamental to ensure that it is
implemented. Without regular and repeated communication, it is possible that the
stakeholders will forget the focus of the desired change and, consequently, blame the
sender for not communicating enough information.
Confirming/celebrating success. The final stage of the change communication
plan aligns with Cawsey et al.’s (2016) institutionalization stage. During this phase it is
essential both to communicate and to celebrate the changes to ensure success. I will use
three different means of communication: reviews of the data, public acknowledgement,
and external communication of success. At the midpoint and end of the school year, we
will collect data, including from the Accountability Pillar Survey (Alberta Education,
2019a), the OurSCHOOL Survey (Learning Bar, 2019), student feedback in the form of
face-to-face and school-developed surveys, and February and June course-completion
data (course and exam marks), to identify the success of the change implementation; and
the staff will review the data to track our progress. I will publicly acknowledge and
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celebrate our improvements in the course-completion rates, both to thank the staff
involved and to reinforce the vision of valuing students’ completion of their course
requirements. Furthermore, via the school newsletter to parents, I will highlight the
efforts of the staff by outlining all of the steps that they have taken and the percentage of
students who have completed their course requirements to enable parents and the school
community to recognize the efforts of School X’s staff. At every stage of the change
implementation process, it is important that I choose communication strategies
strategically.
Communication-strategy choices. Lewis (2019) explored four dimensions of
communication: “(a) positive versus balanced message; (b) dissemination versus input
focus; (c) targeted message versus blanket message; and (d) discrepancy focus versus
efficacy focus” (pp. 187-189). As an adaptive leader, I will use a mix of these
communication strategies to create an environment in which stakeholders will feel safe to
discuss the change process (Northouse, 2016).
Positive versus balanced messages. As an adaptive leader I will present a more
balanced message that highlights the advantages of tracking students’ progress and
collective teacher efficacy, while acknowledging the possible negative aspects that the
stakeholders might raise. Honesty and facts have a greater impact on teachers’ buy-in
than concentration on only positive aspects (Northouse, 2016).
Dissemination focus versus input focus. A participatory approach to
implementation is important in communicating with staff because it “is beneficial in
lowering resistance or improving compliance with the change initiatives” (Lewis, 2019,
p. 188). Through an adaptive leadership lens, this means empowering others to make
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decisions on what to do. Stakeholders are more likely to feel good about the change if
they feel that they have a certain amount of control (Klein, 1996).
Targeted message versus blanket message. At times I will use blanket messages,
but it is important to target messages to particular stakeholders to convey a personal
approach. This will also allow me as an adaptive leader to hear all voices and make the
stakeholders feel independent, involved, and responsible for their actions (Northouse,
2016).
Discrepancy focus versus efficacy focus. It is important to maintain a balance
between a discrepancy and an efficacy focus to create a sense of urgency to prepare the
change implementation.
The elements of the communication plan that I have described in this chapter will
have a great impact on how the stakeholders receive the message and on the change-plan
outcomes. Making everyone aware of the need for change, carefully selecting
communication strategies, and planning the different communications will bring
authenticity to the change implementation and successfully increase course completion at
School X. For a full change communication summary see Appendix J.
Next Steps and Future Considerations
In this final section of Chapter 3, I outline the next steps and future
considerations. I hope that this OIP will improve the course-completion rates of the
students whom School X serves, while we remain mindful of the needs of the staff.
Next steps. The next steps of this plan in Years 2, 3, and beyond will be to
review and revisit the needs of the students on an ongoing basis as they progress in
school. The processes and structures in place to track students’ progress and shift
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teachers’ practice by improving their collective efficacy will undoubtedly change as the
needs of the students, staff, and school change over time. We will implement the
outlined OIP over the course of one school year; however, the change plan will certainly
need to continue to ensure that the expectations become part of the entrenched culture of
the school. As well, it is imperative that we ensure that we have processes embedded to
address the staff turnover at School X, which is critical to students’ successful course
completion. Richman, Bowen, and Woolley (2004) identified sustaining programming
and processes as an effective way to promote course completion and increase students’
success in school. As school enrollment continues to decline and government cuts
continue, teachers and support staff might find themselves shuffled from one school to
another. Ensuring that the school culture is focused on improving course completion for
all students and having the tools to facilitate that success will be essential as new staff
enter the school.
Rooted in a critical lens, this plan requires that staff be more culturally
responsive. As a result of the new LQSs (Alberta Government, 2019a) and TQSs
(Alberta Government, 2019b), further PD is required to understand our students’ culture,
which plays a significant role in their academic success. “When students and families
don’t fit into the mold easily, school systems often see difference as deficits, and create
programs to ‘fix’ the students and families instead of re-evaluating the school structure to
see differences a strengths” (Tyler & Lofstrom, 2009, p. 13). Cultural responsivity
requires inclusive practices such as relating the content to students and teachers’ close
examination of their teaching practices by assessing their attitudes toward and
assumptions about different cultural groups (Shields, 2004). We will undoubtedly not
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achieve this within the first or even the second year of the change plan. The work
involved to change unconscious biases and perceptions of systemic inequity takes time
(DellaRovere, 2014). As an adaptive leader, I will help the teachers to explore and
change their values (Northouse, 2016).
Future considerations. No volume of Internet sources and background reading
can adequately prepare the staff of School X to meet the diverse needs of every student
(Godinho, Woolley, Webb, & Winkel, 2015). Above all, sustaining community
partnerships is a significant (Langton, 1994) future consideration that will ensure that
students complete their courses. Tracking students’ progress and providing effective
supports are contingent upon students’ ability to access outside supports on a regular
basis.
Finally, a significant area that I could not address in this OIP is the importance of
student voice, which could be considered as an extension of this work in the future.
Fredricks, Blumenfeld, and Paris (2004) emphasized that positive connections help
difficult students and those from lower SES backgrounds. Students who have caring and
close relationships with their teachers are more likely to fulfill their developmental need
for a sense of belonging and connection with others, which in turn will improve their
school success (Fredricks et al., 2004). Satchwell (2007) contended that one-to-one and
group mentoring approaches can result in more positive attitudes towards school, fewer
absences, and greater academic success, especially for disadvantaged students.
Conclusion
In this OIP I investigated the need to address the low course-completion rates at
School X. My discussion of the organizational context and the stakeholders’ readiness

INCREASING COURSE COMPLETION

99

for change helps to understand the PoP. I have also detailed the implementation,
evaluation, and communication plans by referring to the tenets of adaptive leadership and
using a critical lens as a tool to foster equity and social justice. By implementing
strategies such as tracking and monitoring students’ progress and improving teachers’
collective efficacy, the staff of School X will create an environment in which students
feel supported. I anticipate that this OIP will improve the course outcomes for students
with the support and collaboration of multiple stakeholders, including parents, teachers,
support staff, and school leaders.
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Appendices
Appendix A: Organizational-Readiness Questionnaire
Readiness Dimensions
Previous Change Experience
1.
Has School X had generally positive experiences with change?
2.
Has School X had recent failure experiences with change?
3.
What is the mood of School X: upbeat and positive?
4.
What is the mood of School X: negative and cynical?
5.
Does School X appear to be resting on its laurels?
Executive Support
6.
Are leaders directly involved in sponsoring the change?
7.
Is there a clear picture of the future?
8.
Is executive success dependent on the change occurring?
9.
Have leaders ever demonstrated a lack of support?
Credible Leadership and Change Champions
10. Are leaders in School X trusted?
11. Are leaders able to credibly show others how to achieve their collective goals?
12. Is School X able to attract and retain capable and respectable change
champions?
13. Are leaders likely to view proposed change as appropriate for School X?
14. Will the proposed change be viewed as needed by leadership?
Openness to Change
15. Does School X have scanning mechanisms to monitor the environment?
16. Is there a culture of scanning and paying attention to those scans?
17. Does School X have the ability to focus on root causes and recognize
interdependencies both inside and outside the school?
18. Does “turf” protection exist in School X?
19. Is leadership hidebound or locked into the use of past strategies, approaches, and
solutions?
20. Are staff able to constructively voice their concerns?
21. Is conflict dealt with openly, with a focus on resolution?
22. Is conflict suppressed and smoothed over?
23. Does School X have a culture that is innovative and encourages innovative
activities?
24. Does School X have communication channels that work effectively in all
directions?
25. Will the proposed change be viewed as generally appropriate for the school by
those not in leadership?
26. Will the proposed change be viewed as needed by those not in leadership?
Readiness Dimension
27. Do those who will be affected believe they have the energy to undertake
change?
28. Do those who will be affected believe there will be access to sufficient resources
to support the change?
Rewards for Change
29. Does the reward system values innovation and change?
30. Does the reward system focus exclusively in short-term results?
31. Are people censored for attempting change and failing?
Measures for Change and Accountability
32. Are there measures for assessing the need for change and tracking progress?
33. Does School X attend to the data that it collects?
34. Does the organization measure and evaluate staff satisfaction?
The higher the score, the readier the organization is for change.

(Adapted from Cawsey et al., 2016, pp. 108-110)

Readiness Score
If yes, Score +1
Score -1
Score +1
Score -2
Score -1
Score +2
Score +1
Score +1
Score -1
Score +1
Score +1
Score +2
Score +2
Score +2
Score +1
Score +1
Score +1
Score -1
Score -1
Score +1
Score +1
Score -1
Score +1
Score +1
Score +2
Score +2
Score +2
Score +2

Score +1
Score -1
Score -1
Score +1
Score +1
Score +1
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Solution

Teacher focused:
Shifting teachers’
practice through
collective efficacy

• Time allocated to
form mentors and for
mentors to interact
with students
• Information about
how to be a good
mentor
• Time to connect
with the community
agencies

• Professional
development
• Resources for
growth and improving
practice
• Time for
collaborative inquiry,
PLCs and practice of
skills
• Information about
collective efficacy
• Cost of workshops
and PD activities

• Time allocated to
track and analysis data
on regular intervals
• Information on how
to track data, and what
to look for
• Technology to create
a data collection
template
• Time to develop
collaborate about what
the data is showing

• Time to connect
with the community
agencies
• Mental health
strategies for use
within the classroom
• Resources for
growth and
improving practice
• Time for
collaborative inquiry

• Easy to implement
• Helps create a
relationship with a
significant adult
• Strength-based Students can have a
voice

• Creates a strong
team
• Teachers do not
give up easily when
faced with
challenging students
• High collective
efficacy means higher
expectations and
results for students

• Consistent
monitoring of where
students are
• Individualized target
setting of students
• Standard
methodology to
evaluate results

• Staff, students
and community
have a voice
• Takes care of the
needs of students
and staff
• According to
Maslow’s needs’
theory, learning
cannot take place
unless basic needs
are met

• Not all staff
members are at the
stage of being able to
be mentors
• Not all students
have a natural
connection with an
adult in the school

• Does not give
students a voice
• Requires a change
of culture and practice

• Not all staff
members are at the
stage of being able
know what to do with
data collected or
understand its potential

• Requires a
change of culture
and teachers’ buy-in

• Research show that
positive teacherstudent relationships
help student retention

• Creates a more
cohesive team and
better program to help
students’ complete
courses

• Research show that
data informs teaching
practice
• School is
characterized by a
culture of inquiry
• School uses data to
encourage reflective
practice

• School is
characterized by
partnerships, that
pervade alternative
perspectives and
support for all
students

Link with PoP

Drawbacks

Benefits

Student focused:
Creating positive
connections through
mentorship

Required resources

Appendix D: Possible Solution Comparisons
Organization focused:
Tracking students’
progress

Community
focused: Developing
community
partnerships
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Appendix E: Summary of Change Implementation Plan and Timeline

INSTITUTIONALIZATION

ACCELERATION

MOBILIZATION

AWAKENING

Change
path stage

Goals and priorities
listed in order

Stakeholders responsibilities

Timeline
(short term,
long term)

Determine the need for change
• Review Accountability
Pillar data
• Review OurSCHOOL
Survey

Principal & vice – present data to staff,
students and parents
Staff – time to ask questions, provide
feedback
Students – share their perceptions of the
data

Establishing the vision
• Vision development staff
• Vision development
parents/students

All staff – time to collaborate and develop September
shared school vision
October
Students/parents – school vision presented, (short term)
open for collaboration

Understanding power
structures and cultural
dynamics
• Stakeholder analysis

Principal – observations and
conversations with staff to determine
cultural dynamics

September –
December
(short term)

Stakeholder acceptance to
change
• Adoption continuum

Principal & vice – meeting with each staff
member individually to find out their
needs, wants, opinions, and perceptions

September –
December
(short term)

Tracking students’ progress
• Development of a guiding
coalition
• Development of core
subject teams
• Mission, Vision, Values
and goals
• Assessment of students
• Schedule of collaboration
time

Principal & vice – ask for volunteers to
join guiding coalition
Guiding coalition – develop what the core
subject teams look like, participants and
scheduling of collaborative time

Year 1
onward
(midterm to
long term)

Shifting teachers practice
through collective efficacy
• PLCs
• Professional
Development

Principal, vice, and guiding coalition –
collaboratively guide the time, discussion,
presenters for PD

Year 1 &
Year 2
(long term)

Monitor and manage change
• Plan, Do, Study Act
(PDSA)
• Strategy Map (all staff)
• Dice Model (admin)

Principal & vice – responsible for
overseeing the monitoring, evaluation and
tracking processes
Guiding coalition – track progress and
evaluation of the collaborative teams
Core subject teams – track, evaluate
individual student progress in courses –
report back to guiding coalition.

Year 1 onward
(long term)

September
October
(short term)
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Appendix F: School X Role Descriptions
Role

Responsibility

Teacher

Initial support with students learning, extra help, and different
strategies for teaching. The responsibility also includes course
completion and attendance tracking.

Principal and vice principals

Teacher support, behavioral support, and tracking attendance and
completion rates.
Learning support team member who works with kids in tier 2-3
(students with high learning needs) towards course completion.
Study skills, time management, test-taking, and exam anxiety
strategies. Provides individual academic support, either within the
classroom or pullout.
Crisis response, connections with community services, and one-toone support.
Learning support team member who makes connections between
family/school, reports on attendance, provides extra help outside the
classroom, credit checks, planning for diploma requirements in
consultation with the divisions career and post-secondary coach.
Documentation gathering, signatures, permissions, for coding,
medical, behaviour, individual program plans, level B assessments,
exam accommodations and success in school meetings.
Mathematics, science, social studies, English and options. Discuss
student needs, benchmarking, assessments and devise action plans
for the classroom.

Success Coach

Family school liaison (FSL)
Inclusion Coach

Core subject teams

Guiding coalition

Leader teacher from: mathematics, science, social studies, option
classes, an administrator and success coaches. Guides the PLC
process and analysis of data.

Learning support team

An administrator, FSL, inclusion coach, and success coaches. Guide
the learning support process, guide the process of increasing course
completion and student action plans towards academic success.
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Appendix G: Guiding Coalition and Core-Subject Team Action Plan Document
Reflection on Current Reality
•
•
•
•
•
•
•
•

Students identified needing intervention…
Bench mark level…
Individualized programming…
Enrichment programming…
Attendance…
Course completion…
Mental health…
Other…

Dated Data Driven Action
Step/Strategies

Responsible
Person

Target
Date/Timeline

Results/Evidence
of Effectiveness
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Appendix H: Learning Support Team Action Plan Document
Name:

Description of
Behaviour(s)

•

Action(s)/Strategies

•

Grade:

Date:
Staff in Attendance
•

Celebration of Successes
and Growth
•

General Notes
•

Action(s)/Strategy Completion

Staff
Responsible

•
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Appendix I: Summary of Monitoring and Evaluation

TRACKING STUDENTS’ PROGRESS

Link to OIP
Goals

Responsible for Data
Collection

Measures

Tools

Timeline

How many students
are needing
academic
interventions
(Indigenous and
non-Indigenous)?

Google tracking
document

Learning support team
Core subject teams
Guiding coalition

Which courses are
students struggling
in?

Google tracking
document

Teachers
Core subject teams
Guiding coalition

How often are they
absent from
school? In which
courses?

Google tracking
document
PowerSchool
attendance
tracking
program

Principal
Vice principals

Data collected
every two weeks
and shared with
learning support
team

How many students
have behaviour
concerns? In
which courses?

Google tracking
document
Data from the
office in terms
of referrals

Learning support team
Teachers

Data collected
every two weeks
and shared with
learning support
team

How many students
are students
needing socialemotional supports

Google tracking
document –
recommendation
by teachers

Family School Liaison
Learning support team

Data collected
every two weeks
and shared with
learning support
team

How many student
action plans are in
place? Is follow-up
on actions plans
happening?

Google tracking
document

Core subject teams
Learning support team

Course marks

PowerSchool
Marks book

Teachers

Data discussed
weekly at
learning support
and guiding
coalition
meetings
Data collected
every two weeks
Shared with core
subject teams

High school
completion rate

Accountability
Pillar Survey

Principal

Data collected
weekly
Data discussed
during weekly
guiding coalition
/learning support
team meetings
Data collected
weekly
Data discussed
during weekly
guiding coalition
/learning support
team meetings

Data collected
semi-annually
and shared with
all staff
(table continues)
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SHIFTING TEACHERS’
PRACTICE THROUGH SELFEFFICACY

ACCEPTANCE TO CHANGE,
ACCESS TO POWER AND
CULTURAL DYNAMICS

DETERMINING THE NEED FOR CHANGE,
COMMUNICATING PROGRESS AND CELEBRATION OF
SUCCESS

Link to OIP
Goals

Measures

Tools
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Responsible for Data
Collection

Timeline

Do all students
have access to
academic supports?
If not, which ones
and why?

Feedback from
teachers
Student
electronic
survey

Learning support team

Data collected
monthly

Do all students
have access to
social-motional
services (school
level/outside
resources)?

Feedback from
outside services
(phone calls,
face-to-face
meetings

Family School Liaison

Data collected
monthly

Student perceptions

OurSCHOOL
survey

Principal

Data collected
semi-annually
and shared with
all staff

Celebration of
successes

Teacher
meetings with
the principal
Teacher
feedback
Strategy Map
DICE Model
Readiness for
Change
School
Effectiveness
Framework
Stakeholder
Analysis
Readiness for
Change
Questionnaire
Adoption
continuum
Staff electronic
survey
One-to-one
meetings
Staff feedback
Teacher
electronic
survey
One-to-one
meetings
Teacher
feedback

Principal
Vice principals
Learning support team
Core subject teams
Guiding coalition

Data collected
Monthly

Principal
Vice principals

Beginning of the
year (Sept.)
Twice a year
(Sept. and Jan.)

Principal
Vice principals
Staff – FSL, learning
support team, teachers

Semi-annually
(Sept. & Jan.)

Principal
Vice principals

Semi-annually
(Sept. & Jan.)

Staff readiness for
change

Staff ability to
support socialemotional needs

Leader and teacher
capacity to support
students’ academic
needs
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Appendix J: Summary of Change Communication Plan
Timing

Communicator

Audience

Purpose

Medium

August 2020

Principal

Superintendent

To share outline of
OIP and obtain
approval to move
forward with change
plan at the school level

Presentation, inperson meeting

August 2020

Principal

Teachers,
support staff
(educational
assistants
[EAs],
counselors)

To share outline of
OIP

In-person staff
meeting,
presentation &
newsletter
summary

August 2020

Principal

Teachers,
support staff
(educational
assistants
[EAs],
counselors)

To share data
(Accountability Pillar,
OurSCHOOL,
attendance, course
marks, course
completion) to create
the need for change
Initial call for interest
in joining a guiding
coalition focused on
this OIP

In-person staff
meeting &
presentation

August 2020

Principal

Teachers,
support staff
(educational
assistants
[EAs],
counselors)

To call for expression
of interest in joining a
guiding coalition
focused on this OIP

E-mail and
monthly
newsletter

August September 2020

Principal & vice
principals

Guiding
coalition team

To set up how the
team will operate:
norms, mission, and
vision initial steps;
data-collection steps;
and PLC foundation
steps

In-person meeting

September 2020

Principal & vice
principals

Whole staff
and students

To share purpose of
and approach to the
evaluation process, as
well as areas to
address, including
elements of this OIP

Whole school
address

September 2020

Principal & vice
principals

Teachers,
support staff
(educational
assistants
[EAs],
counselors)

To create school
mission and vision
statements

In-person staff
meeting

(table continues)
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Communicator

Audience

September 2020

Guiding coalition

September 2020
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Purpose

Medium

School staff

To develop coresubject teams
(mathematics, science,
social, ELA, options)
& learning support
team

In-person meeting

Principal, vice
principals, guiding
coalition,
counselling team
(career & school
counselor)

Parent council

To share purpose of
(with data) and
approach to the
evaluation process, as
well as areas to
address, including
elements of this OIP
To invite input

Presentation & inperson dialogue

September 2020

Principal

Whole school
community

To introduce and
update on change plan

Monthly school
newsletter
(published online,
and distributed by
e-mail, Facebook
and SMS)

September 2020

Guiding coalition &
core subject teams
& principal

All school staff

To present short-term
goals, strategies, action
steps, assessments
(data collection) on
students’ progress, and
evidence of
effectiveness

Rolling
document,
updated biweekly

October 2020

Guiding coalition &
core subject teams

All school staff

To present short-term
goals, strategies, action
steps, assessments
(data collection) on
students’ progress and
evidence of
effectiveness

Rolling
document,
updated biweekly

October 2020

Guiding coalition

School staff

To update on progress
of change plan
To issue invitation for
Q&A

In-person update

October 2020

Principal

Whole school
community

To update on change
plan

Monthly school
newsletter
(published online,
and distributed by
e-mail, Facebook
and SMS)

October 2020

Principal & vice
principals

Whole school
community

To share results from
the previous year’s
Accountability Pillar
Survey
To allow Q&A time

In-person staff
meeting, inperson meeting
with student voice
committee
(table continues)
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Communicator

Audience

Purpose

Medium

October 2020

Principal & guiding
coalition

Parent council

To share data and
approaches being
taken
To invite input

Presentation & inperson meeting

October 2020

Principal & guiding
coalition

Community
partners

To invite community
partners to support
OIP goals

Email, phone call,
meeting

November 2020

Guiding coalition &
core subject teams

All school staff

To present short-term
goals, strategies, action
steps, assessments
(data collection) on
students’ progress, and
evidence of
effectiveness

Rolling
document,
updated biweekly

November 2020

Vice principals &
guiding coalition

Teaching staff
& support staff

To share synthesis of
data collected on
progress as part of the
PDSA cycle

In-person staff
meeting and
newsletter

November 2020

Principal & guiding
coalition

Parent council

To share data and
approaches being
taken
To invite input

Presentation & inperson meeting

November 2020

Principal

Whole school
community

To update on change
plan

Monthly school
newsletter
(published online,
and distributed by
e-mail, Facebook
and SMS)

November 2020

Principal & vice
principals

Whole school
community

To share results from
the OurSCHOOL
Survey
To allow Q&A time

In-person staff
meeting, inperson meeting
with student voice
committee

December 2020

Guiding coalition &
core subject teams

All school staff

To present short-term
goals, strategies, action
steps, assessments
(data collection) on
students’ progress, and
evidence of
effectiveness

Rolling
document,
updated biweekly

December 2020

Principal & guiding
coalition

Parent council

To share data and
approaches being
taken
To invite input

Presentation & inperson meeting

(table continues)
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Purpose

Medium

December 2020

Principal

Whole school
community

Update on change
plan

Monthly school
newsletter
(published online,
and distributed by
e-mail, Facebook
and SMS)

January 2021

Guiding coalition &
core subject teams

All school staff

Document listing short
term goals, strategies,
action steps,
assessments (data
collection) on student
progress and evidence
of effectiveness

Rolling
document,
updated biweekly

January 2021

Principal & guiding
coalition

Parent council

To share data and
approaches being
taken
To invite input

Presentation & inperson meeting

January 2021

Principal

Whole school
community

Update on change plan

Monthly school
newsletter
(published online,
and distributed by
e-mail, Facebook
and SMS)

February 2021

Principal & vice
principals

Whole school
community

To share results from
our Provincial Exam
and Diploma Exams
Semester 1 course
results and completion
numbers
To have Q&A time

In-person staff
meeting, inperson meeting
with student voice
committee

February 2021

Principal & guiding
coalition

Community
partners

Invitation to
community partners to
support OIP goals

E-mail, phone
call, meeting

February 2021

Guiding coalition &
core subject teams

All school staff

Document listing short
term goals, strategies,
action steps,
assessments (data
collection) on student
progress and evidence
of effectiveness

Rolling
document,
updated biweekly

February 2021

Principal & guiding
coalition

Parent council

To share data and
approaches being
taken
To invite input

Presentation & inperson meeting

(table continues)

INCREASING COURSE COMPLETION
Timing

Communicator

Audience
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Purpose

Medium

February 2021

Principal

Whole school
community

Update on change plan

Monthly school
newsletter
(published online,
and distributed by
e-mail, Facebook
and SMS)

March 2021

Guiding coalition &
core subject teams

All school staff

Document listing short
term goals, strategies,
action steps,
assessments (data
collection) on student
progress and evidence
of effectiveness

Rolling
document,
updated biweekly

March 2021

Principal & guiding
coalition

Parent council

To share data and
approaches being
taken
To invite input

Presentation & inperson meeting

March 2021

Principal

Whole school
community

Update on change plan

Monthly school
newsletter
(published online,
and distributed by
e-mail, Facebook
and SMS)

March 2021

Vice principals &
guiding coalition

Teaching staff
& support staff

To share synthesis of
data collected on
progress as part of the
PDSA cycle

In-person staff
meeting and
newsletter

April 2021

Guiding coalition &
core subject teams

All school staff

Document listing short
term goals, strategies,
action steps,
assessments (data
collection) on student
progress and evidence
of effectiveness

Rolling
document,
updated biweekly

April 2021

Principal & guiding
coalition

Parent council

To share data and
approaches being
taken
To invite input

Presentation & inperson meeting

April 2021

Principal

Whole school
community

Update on change plan

Monthly school
newsletter
(published online,
and distributed by
e-mail, Facebook
and SMS)

May 2021

Principal & vice
principals

Whole school
community

Share results from the
previous year’s
Accountability Pillar
Survey
To have Q&A time

In-person staff
meeting, inperson meeting
with student voice
committee
(table continues)

INCREASING COURSE COMPLETION
Timing
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Communicator

Audience

*May 2021

Principal & guiding
coalition

Parent council

To share data and
approaches being
taken
To invite input

Presentation & Inperson meeting

May 2021

Guiding coalition &
core subject teams

All school staff

Document listing short
term goals, strategies,
action steps,
assessments (data
collection) on student
progress and evidence
of effectiveness

Rolling
document,
updated biweekly

May 2021

Principal

Whole school
community

Update on change plan

Monthly school
newsletter
(published online,
and distributed by
e-mail, Facebook
and SMS)

June 2021

Guiding coalition &
core subject teams

All school staff

Document listing short
term goals, strategies,
action steps,
assessments (data
collection) on student
progress and evidence
of effectiveness

Rolling
document,
updated biweekly

June 2021

Principal & guiding
coalition

Parent council

To share data and
approaches being
taken
To invite input

Presentation & inperson meeting

June 2021

Vice principals &
guiding coalition

Teaching staff
& support staff

To share synthesis of
data collected on
progress as part of the
PDSA cycle

In-person staff
meeting and
newsletter

June 2021

Principal, vice
principals &
guiding coalition

Whole school
community

To share successes
relating to the
evaluation process and
progress made towards
goals

End-of-year
whole school
address,
newsletter

*This cycle of communication will repeat annually.

Purpose

Medium

